Computer Access, Teacher Skills And Motivation To Take Online Professional Development In The Riyadh School District by Albrkhil, Haya Mohammad
University of Arkansas, Fayetteville
ScholarWorks@UARK
Theses and Dissertations
8-2013
Computer Access, Teacher Skills And Motivation
To Take Online Professional Development In The
Riyadh School District
Haya Mohammad Albrkhil
University of Arkansas, Fayetteville
Follow this and additional works at: http://scholarworks.uark.edu/etd
Part of the Adult and Continuing Education and Teaching Commons, and the Instructional
Media Design Commons
This Dissertation is brought to you for free and open access by ScholarWorks@UARK. It has been accepted for inclusion in Theses and Dissertations by
an authorized administrator of ScholarWorks@UARK. For more information, please contact scholar@uark.edu, ccmiddle@uark.edu.
Recommended Citation
Albrkhil, Haya Mohammad, "Computer Access, Teacher Skills And Motivation To Take Online Professional Development In The
Riyadh School District" (2013). Theses and Dissertations. 902.
http://scholarworks.uark.edu/etd/902
Computer Access, Teacher Skills and Motivation to Take Online 
Professional Development in the Riyadh School District
Computer Access, Teacher Skills and Motivation to Take Online
Professional Development in the Riyadh School District
A dissertation submitted in partial fulfillment
 of the requirements for the degree of
Doctor of Education in Workforce Development
by
Haya Albrkhil
 Princes Norah University
Bachelor of Education, 1988
Arkansas Tech University
Masters in Education, 2006
August 2013
University of Arkansas
This dissertation is approved for recommendation to the Graduate Council.
Bobbie T.  Biggs, Ph.D.
Dissertation Director
Jules K.  Beck, Ph.D.
Committee Member
Mounir Farah, Ph.D.
Committee Member
ABSTRACT
Eight hundred Saudi Arabia educators from the Riyadh District participated in this
study to determine teachers’ access to computers, computer skill level and motivation to enroll
in online courses pertaining to professional development.  Participants, who were chosen
according to a stratified sampling technique, completed a survey which provided the data for
the study.
The correlation between the motivation to take online courses and the computer skill
perception of participants was weak but statistically significant indicating that as the rate of
computer skills perception increases, the rate of motivation to take online classes increases as
well.  Other factors pertaining to increased motivation to participate in online courses were
having fewer children and instructional level.  Educators who had three or less children scored
significantly higher on the motivation measure than those who had four or more children. 
Educators in elementary schools scored significantly higher on the same measure compared
with educators in middle and high schools.  Gender had no statistical significance on
motivation and computer skill perception in this study; however, age of participants was
statistically significant in computer skill perception, but not in motivation to take online
courses.  Educators, who were 39 years old or less, scored significantly higher than older
educators in this study in regard to computer skills.
Educators in private schools and educators in the city of Riyadh also scored
significantly higher on the perceived computer skill measure than those in a more rural
location.  Single educators had a significantly higher score on this measure than did the
married educators.  Educators with a monthly income of 1,000 – 4,999 SR scored significantly
higher on computer skills than those educators with an income above 11,000 SR, while the
5,000 –10,999 income groups scored significantly higher than those educators with an income
above $11,000 SR.  Educators who held a doctorate degree scored significantly higher than
those with associate, bachelor or master degrees.  Also, educators who had taught for less than
20 years scored significantly less than educators with teaching experience for more than 20
years.
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Chapter One
INTRODUCTION
Globalization and the increasing prevalence of the internet in homes, workplaces, and
public institutions encouraged instructional designers and educators to look beyond
generalized approaches to learning and training in workplaces.  With profound advances in
technology, computer-based learning has become a trend in both academic learning and
workplace training.
A study conducted by the National Center for Education Statistics (1999) indicates that
almost half of all higher education institutions offer distance-learning courses.  E-
learning is an increasingly popular solution to training needs in military and corporate
workplaces (Aldrich, 2001; NCES, 1999; Salopek, 1998) where learners do not want to
take time off from work to complete a degree (Campbell, 2001; Rivera & Kostopolous,
2001)….  (McGee, 2002, p. 1)
Modern distance education initially relied on mail service and has been practiced at
least since Isaac Pitman taught shorthand in Great Britain via correspondence in the 1840s. 
The University of London was the first university to offer distance learning degrees,
establishing its External Program in 1858.  This program is now known as the University of
London International Program and includes postgraduate, undergraduate and diploma degrees
created by colleges such as the London School of Economics, Royal Holloway and
Goldsmiths.  In the United States William Rainey Harper, first president of the University of
Chicago, developed the concept of extended education whereby the research university had
satellite colleges of education in the wider community.  In 1892 he also encouraged the
concept of correspondence school courses to further promote education, an idea that was put
into practice by Columbia University (Holmberg, 2005 ).
Later, the establishment of Open Universities was prevalent in Europe and the United
States.  In 1996 Jones International University was launched and claims to be the first fully
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online university accredited by a regional accrediting association in the United States. 
Between 2000 and 2008, the undergraduate enrollment in at least one distance education class
expanded from 8 percent to 20 percent, and the percentage enrolled in a distance education
degree program increased from 2 percent to 4 percent.
Within a couple of decades, “distance education” may be an obsolete concept, as may
the term “face-to-face education.” Instead, all instruction within college and
university settings will likely be a balance between classroom-based and distance-
based learning interactions, as determined by subject matter, student population, and
educational objective.  (Dede, 2000,  p. 81)
E-learning has facilitated online training in both the workplace and the academic field. 
There are many reasons why e-learning is entering the workplace.  Firms view it as a new way
to deliver instruction, boost worker productivity, broaden training opportunities, reduce costs,
eliminate instructors, stay competitive, improve motivation and morale, and implement
strategic initiatives.  Travel costs are supposedly reduced since training is now locally
available for offsite personnel; instructors are not held to geographic boundaries, and more
individuals can view presentations simultaneously (Indiana University, 2002).
Several programs that offered online training were reported in different places in the
United States and the world.  Computer-based learning can be provided by public or private
institutions and can involve different themes.  Examples of internet-based courses are those
offered by teachers of English to speakers of other languages (TESOL).  The National Institute
for Literacy (NIFL) funds a number of portals, called Special Collections, on topics of interest
in the field of adult and family literacy, including ESL.  These programs are offered online
through sites that provide links to instructional resources and professional development
opportunities (Hawk, 2000).  In Australia, an online professional development course for
community nurses was designed to better deliver health services to war veterans and their
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families.  The course aimed at increasing nurses’ understanding of common mental health
challenges (Australian Nursing Journal, 2013).
In Brazil, a viable distance learning in-service training program was developed to
upgrade 27,000 teachers.  The Proformação program has proven to be a successful model for
the delivery of education at a distance.  The program was coordinated by a management unit in
the Brazilian Ministry of Education and was comprised of a collaborative, decentralized
system that leverages human and technical resources from several institutions.  Performance
may be of particular interest to those seeking to implement distance education in developing
countries.  The system’s distance education model combines self-study, school-based practice,
local-based biweekly meetings for tutors and teacher-trainees, and a supportive communication
network to provide assistance and support to tutors and teacher-trainees operating through
Training Agencies located in each Brazilian State (Bof, 2004).  While online training is a trend
in the western world, it is not a trend in the Middle-East.  Despite the wide use of technology
and internet among individuals in the Middle East, governments and organizations have not
integrated such technology in the training programs whether developed for vocational or
academic purposes.
“The world wide web is becoming ever more exploited in education” (Williams,
Nicholas & Gunter, 2005, p. 111).  For teachers to stay up to date with this technology, they
need to know how to seek out and use online training where available (Rodriguez & Knuth,
2000).  Training is needed to help better individual learning and the workforce.
Some educators do not value the idea of online training due to difficulty with time
management, funding, and tools that are needed for access (Thomas, 2010).  The lack of time
for face-to-face training in computer skills is a concern because teachers have more immediate
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duties, such as developing activities for their students.  The lack of money is a concern for
schools, as well as teachers, because they do not often have extra money beyond their
operational expenses.  The absence of necessary tools presents a barrier because teachers do
not always have sufficient technology skills to use online training opportunities or the means to
access that training.  However, if teachers have the self-motivation to learn through online
training, they may achieve new learning experiences that can enhance their teaching practices. 
For example, they could introduce world events in real time into the classroom, making
education relevant to the world around the students.
Part of this study will be descriptive, pertaining to access of computers at school and
outside of school.  This study will also assess teacher computer skills at Saudi schools in the
Riyadh area and their willingness to access online professional development.  Factors related
to the motivation to take such courses will be investigated to understand the barriers and
incentives for online training.  The variables will involve computer access, motivation for
taking online courses, computer skills perception, and demographics, including: age, gender,
marital status, number of children, annual income, educational level, years of teaching
experience, location of school, type of school, role in school, and instructional level of school.
Statement of the Problem
Current professional development for teachers in K-12 schools in Saudi Arabia is
handled through seminars and workshops with the focus on traditional methods of teaching. 
This method of professional development is limited to what the trainers in the existing
programs are instructed to teach.  “Due to the role of technology in the advancement of society
in general and educational sector in particular, effective technology integration into teaching
and learning has become the focus of many educators” (Almekhlafi & Almeqdadi, 2010,
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p.167).  To keep up with the globalization that is occurring outside of Saudi Arabia, there is a
need for access to the information that is available through online training.  The internet is
readily available and a fairly inexpensive way to access training that can be accomplished at a
set time during the school day, after school, or on the teachers own time at home.  Online
professional development is popular in other countries, but is not currently utilized in Saudi
Arabia (Alenezi, Abdul Karim, &Veloo, 2010; Alsunbul, 2002).
Purpose of the Study and Research Questions
The purpose for conducting this study was to determine teacher access to computers,
skill level and motivation to enroll for online professional development in the Riyadh School
District.  Three research questions were investigated.
1. Is there a correlation between computer skill perception and motivation to take online
courses?
2. Do the following variables affect motivation to participate in online courses: age,
gender, marital status, number of children, monthly income, educational level, years of
teaching experience, location of school, type of school, role in school and instructional level of
school?
3. Do the following variables affect computer skill perception: age, gender, marital status,
number of children, monthly income, educational level, years of teaching experience, location
of school, type of school, role in school, and instructional level of school?
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Theoretical Framework
Many theorists have contributed to developing adult learning theory (Dewey, 1938;
Erikson, 1950; Houle, 1961; Knowles, 1950; Lindeman, 1926; Rogers, 1951; Tough, 1967 and
Tough, 1982).  All these theorists agree that adult education is the practice of teaching adults,
and since 1967 in American culture, the practice often has been referred to as andragogy
(Knowles, Holton, & Swanson, 2005).  Among these theorists, Knowles (1984) developed a
theory that focused on adult learners to demonstrate the particular characteristics of adult
learning.  Knowles elaborated a set of principles that singled out adult education from other
types of learning.  In so doing, Knowles called for designing teaching programs that would
take into account his principles on which adult learning is based.  The assumptions from
Knowles can be summed up as follows, where the adult learner: (a) becomes ready to learn
when he/she needs to know; (b) is self directing; (c) brings experiences to the learning
situation; (d) is ready to learn (e) has a task-centered or problem-centered orientation to
learning; and (f) is usually internally motivated.
Whereas Knowles’ theory was based on goal-driven needs of the adult learner,
cognitive theorists suggest that learning is based on expectations (Botwinick, 1967; Flavell,
1970; Hill & Nunhey, 1971; Brookfield, 1986).  Cognitive theorists suggest that people come
to achieve, master, or gain competence because they have the capacity to anticipate the future;
that is, because they have expectations about what might be (Bruner, 1959; Franken, 1998;
Piaget, 1970).  Research shows that motivation is focused on the performance of the learner
(Keller, 2008; Lee, Cheung, & Chen, 2005; Pape, 2010; Slaouti, 2007).  In addition, an
increase in performance will not take place unless there is a possibility of success.  Keller
(2008) explains that “motivation to learn is promoted when learners believe they can succeed
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in mastering the learning task” (p. 177).  However, if the teacher is not comfortable with
computers, he or she will not be motivated to use online training.  Therefore, success also
depends on the computer competency of the teachers.
Social learning theory indicates that teachers gain new knowledge while participating
in communities of practice (Bandura & Walters, 1963; Gage, 1972; Hur & Brush, 2009;
Skinner, 1968).  “Bandura’s Social Learning Theory posits that people learn from one another,
via observation, imitation, and modeling.  The theory has often been called a bridge between
behaviorist and cognitive learning theories because it encompasses attention, memory, and
motivation” (Learning Theories Knowledgebase, 2012, p. 1).  Online education may provide
opportunities for teachers to increase their knowledge.  In a study by Chang (2005), it was
found that “learners became more confident, more challengeable and more greatly evaluating
of what they learned after experiencing the web-based instruction with self-regulatory
strategies” (p. 228).
Davis, Bagozzi & Warshaw (1989) considered their computer study results to show the
usefulness of applications may be more important than ease of use.  Their work was an
adaption of the Theory of Reasoned Action (TRA) proposed by Fishbein and Ajzen in 1975. 
By 1980, TRA had become a “well-researched intention model that has proven successful in
predicting and explaining behavior across a wide variety of domains” (as cited in Davis, et al.,
1989, p. 983).  In the mid 1980s, Davis introduced the technology acceptance model (TAM)
which provides an explanation for computer acceptance behaviors.  Ajzen and Fishbein (1980)
stated “Extensive experience with intention measures in other contexts has consistently
supported their role as predictors of an individual’s behavior” (p. 999).  In other words,
7
perceived usefulness and ease of use will become important to Saudi educators as they
contemplate online learning.
LEARNING THEORIES
ANDRAGOGY
Dewey (1938)
Knowles (1984)
Lindeman (1926)
– Learner’s need to know
– Self-directed learning
– Prior learning experiences
– Readiness to learning
– Orientation to learning
– Motivation to learn
COGNITIVE
Bruner (1959)
Franken (1998)
Keller (2008)
– Expectations
– Motivations
SOCIAL
Bandura & Walters (1963)
Hur & Brush (2009)
Skinner (1968)
– Communities of practice
USER ACCEPTANCE OF TECHNOLOGY
THEORY OF REASONED ACTION
(TRA)
Fishbein & Ajzen (1975)
Ajzen & Fishbein (1980)
– Behavioral intention
– Attitudes
– Beliefs
TECHNOLOGY ACCEPTANCE
MODEL (TAM)
Davis (1986)
Davis, Bagozzie & Warshaw (1989)
– Preceived usefulness
THEORY OF TRYING (TT)
Davis, Bagozzie & Warshaw (1992)
– Attitudes toward success
– Attitudes toward failure
– Attitudes toward goal pursuit
Figure 1.  Albrkhil’s Theoretical Framework for Online Professional Development as viewed
from the literature.
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Significance of the Study
There were a few studies that investigated the issue of online training among Saudi
teachers (Alsaleh, 2007; Alsunbul, 2002; Alwadie, 2011; Zakari & Alkhezzi, 2010).  All the
previous studies agreed that online education would be beneficial to educators to improve their
professional level.  This study produced more understanding of the factors that may encourage
Saudi teachers to take online courses to improve their professional level, which will,
consequently, enhance the academic level of school students.  The Saudi Ministry of Education
can benefit from this study through determining the current status of employed teachers.  As
stated in the Arab Human Development Report “digital communication has greatly alleviated
the physical and monetary constraints of most academic institutions in the region” (2002, p.
69).  The results of this study may be used to add to the knowledge of Saudi educators and
administrators who are responsible for training K-12 teachers to improve teacher skills and
student learning environments.
Assumptions
The following statements were assumed.
1. Teachers answered the survey honestly.
2. Distribution to teachers and collection of the survey from teachers followed the
protocol.
3. Stratified randomization of schools produced an accurate district profile.
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Delimitations
1. This study was restricted to the Riyadh School District, Saudi Arabia.
2. Computer skills, motivation, access and demographics concerning online courses were
measured by a pencil/paper survey constructed from previous studies found during the
literature review.
Definition of Terms
Distance Learning: Should include, at minimum, the following:
! Physical distance between the student and the teacher–the most obvious element;
! An organization that provides the content–in contrast to purely self-directed
learning;
! Part of a curriculum–learning must have an objective and therefore must have
structure; and
! Measurement of learning–without which no learning can be observred to have taken
place.  (Holden & Westfall, 2006, p. 3)
Education:  Is an activity undertaken or initiated by one or more agents designed to effect
changes in the knowledge, skill and attitudes of individuals, groups, or communities (Knowles,
et al., 2005).
Motivation:  Is a way to describe the desire to achieve something wanted, defined best “as the
process of activating, maintaining and directing behaviour toward a particular goal.” (Ud Din,
Khan, & Murtaza, 2011, p. 501)
Online Professional Development:  “Utilizes the internet as a means for delivering information
and comunication between the trainer and the student.” (Race, 2005, p. 9)
Technology:  Is the process to expand human potential to improve and control the world
through the use of computers, internet, and other computerized devices (Seymour, 1993).
Theory:  “Is the reduction of our knowledge to the basic ideas, presented in a way that shows
their underlying patterns and relationships.” (Moore, 1991, p. 3)
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Chapter Two
LITERATURE REVIEW
Distance Education provides a means of educating through the use of technology, such
as computer and Internet.  Distance education can reach those who are unable to attend
university classes whether for reasons related to financial issues, location issues, or time issues. 
Garrison and Shale have suggested that 
Distance education should:
! Imply that the majority of educational communication between teacher and student
occurs non contiguously
! Distance education involves two-way communication between teacher and student
for the purpose of facilitating and supporting the educational process
! Distance education uses technology to meditate the necessary two-way
communication.  (as cited in Jeffries, 1987, p. 31)
Today, distance education offers a variety of options that range from mail order classes
and television classes to online classes.
Online learning is probably now one of the most abundant varieties of open learning,
one in which learners spend at least some of their time online, working either directly
over the Internet or on computers linked into a local intranet.  Such learners have
elements of control regarding when they learn, the pace at which they learn and how
they learn, but with rather less control over where they learn for those parts of their
learning that need them to be connected online.  (Race, 2005, p. 9)
The history of distance learning shows a field that appears to be in a constant state of
evolution (Jeffries, 1987).  Issac Pitman is regarded as the first modern distance educator.  He
began teaching shorthand by correspondence from the English city of Bath in 1840 (William et
al., 2005).  In 1959, a television program, Sunrise Semester, based in Chicago was aired.  It
continued through the early sixties and consisted of a broadcaster and a teacher standing before
a classroom with a camera recording the instruction (Freed, 1999).
According to Beatram Bruce (1999), distance learning has already completed a cycle of
one hundred years.  The Graduate School of Computer and Information Sciences at Nova
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Southeast University was the starting point.  This school was able to deliver accredited
graduate degree programs by way of online courses which culminated into awarding their first
doctorate in 1985 (NSU “SCIS FAQ” 2001).  In 1987, there was the birth of Mind Extension
University (MEU); this was a cable channel launched by Glenn Jones that broadcast a variety
of educational programs the participants of which, by and large, were colleges and universities
associated to MEU through the Jones College Connection (Freed 2005).  A year later saw the
establishment of the Aviation Industry Computer-Based training Committee (AICC).  The
need for hardware standardization of computer-based training delivery platforms led to the
creation of this committee.  The website literature of the committee’s website
http://www.aicc.org/pages/aicc_faq.html show that many of the guidelines that the committee
created are still applicable today.
Internet and e-mail had become more accessible by late 1994 and early 1995 through
the major telecommunications networks (CalCampus, 2011).  “Where once one could point to
a few special cases such as the Open University in the United Kingdom, now virtually every
institution of higher education is at least considering online course offerings” (Bruce, 1999, p.
9).  By 1997 what was known as the Mind Extension University became known as Knowledge
TV for the US and European markets’ college students and adults who wanted further
education (Freed, 2005).
Moore (1991) stated that “Understanding theory makes it possible for us to speak with
common vocabulary.  Better understanding should affect the practitioner’s ability to see where
and how the parts of the whole work together to improve outcomes” (p. 2).  Also “What
determines the success of distance teaching is the extent to which the institution and the
individual instructor are able to provide the appropriate opportunity for, and quality of,
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dialogue between teacher and learner, as well as appropriately structured learning materials”
(p. 4).  Roca, Chiu, and Martinez (2006) considered two theories: the theory of reasoned action
and the theory of planned behavior.  Their findings were in line with Moore’s findings in that
the results from their study “in e-learning context users are more concerned about how an e-
learning system provides information and how it will make them more productive in their
tasks” (p. 694).  Falloon (2011) supported Moore’s theory coming to the conclusion that “
implementation of an external structuring technology such as the virtual classroom can have
both positive impacts (dialogue creation) and negative impacts (diminished sense of learner
autonomy)” (p. 187).
The Impact of Online Training / Learning on Educational Process
Holmes, Signer, and MacLeod’s (2010) looked at service teachers’ views on online
professional development and found that the participants’ 
Experience had a positive impact on their knowledge of the course topic and related
instructional practices.… Other benefits reported in the research included developing
an awareness of Web-based resources, teaching, curricular needs, and students’
needs… new teaching ideas, resources and classroom implementations.  (p. 83)
Where Holmes, Signer, and MacLeod looked at views of teachers, Ward, Peters and
Shelley’s (2010) research looked at students’ and faculties’ perceptions of the quality of online
learning experiences.  They found that there was an overall favorability for online learning
(synchronous interactive online instruction (SIOI)).  Teachers 
were in general pleased with the nature of student-to-instructor and student-to-student
interaction.  As for the students’ responses, a significant majority indicated that they
would be willing to take another course offered in the SIOI medium, and a similar
majority was willing to recommend the SIOI format to other students.  (2010, p. 73) 
Sherman, Crum and Beaty (2010) found distance technology useful but not an
advantage over traditional education.  They worked with students in a leadership preparation
program.  However, while students found the use of distance technology to be effective, they
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did not find it more effective than face-to-face strategies, indicating that courses driven by
pedagogies that embrace the combination of online and face-to-face techniques to be the most
desirable and effective (p. 600).
Bums (2005) stated that “modern e-learning technology provides a wide range of
benefits in a quality context.  It is an effective, low cost way to communicate, document, train
and promote other quality concepts in an organization” (p. 56).  Billings (1999) stated that 
distance education is no longer a delivery system connecting students to a campus
classroom, but rather a set of integrated information tools designed to promote learning. 
The researcher believed that… next generation distance education requires rethinking
course and program outcomes, course redesign and reconfiguration of learning
activities, resulting in profound changes in faculty teaching practice, and faculty roles,
workload, rewards, and recognition.  (p. 246)
Dykman and Davis (2008) questioned the approaches that might assure a quality online
educational experience and concluded that “mastering one’s course management system,
standardizing course design, consistency in interactions with learners, and controlling class
size” (p. 281) were the best tools to achieve this purpose.  According to their study, “a well
structured and documented course with clearly specified requirements and expectations gives
student the confidence and grasp to engage actively in the online course setting”  (p. 287).
Marks, Sibley and Arbaugh (2005) looked at three critical interactions in online
learning:  instructor-student interaction, student-student interaction and student-content
interaction.  They concluded that instructor-initiated communications are instrumental in
creating positive attitudes of students, motivating them to learn, and in keeping them focused
on the topic.
Holden and Westfall (2006) considered media and reminded us that “educators and
trainers are increasingly challenged within their respective organizations to provide for the
efficient distribution of instructional content using instructional media” (p. 1).  They concluded
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that although “it is important to remember that instructional media are basically distribution
systems and that the most critical consideration in selecting a medium is the preservation of
instructional effectiveness” (p. 10).
An earlier writing by Arbaugh (2000) focused on two prominent variables: perceived
usefulness of a technology and the perceived ease of use of a technology.  This study
concluded that “indentifying the importance of flexibility and interaction in the Internet-based
course environment is crucial to assure the success of such educational courses for students,
faculty, and business schools” (p. 51).
Hamzaee (2005) agreed that both perceived usefulness of a technology and perceived
ease of use of a technology are important to develop a profitable distance education.  Hamzaee
found “the top four success factors in distance learning to be the program quality, general
recognition and academic integrity, students’ satisfaction, and students’ progress toward the
ultimate goal of graduation” (p. 215).  He concluded “that the most important reasons to
choose distance education programs are time and place flexibility” (p. 226).
Schulte (2010) focused on developing “a transactional hierarchy to help instructors in
producing, administrating, and quantifying, their technology distance education courses” (p.
29).  He provided a hierarchy with six levels which consist of the student stating their
presence, the student asks questions for clarification, the student takes part in an open
discussion in order to solve a task, the student then evaluates possible options, the student then
using technology models introduces their solutions to the online class and finally collaboration
with other students in an online environment.  Dolan (2011) considered the main concerns of
adjunct faculty concern pertaining to distance education.  He stated that “the mains issues of
concern to adjunct faculty were (a) inadequate frequency and depth of communication,
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regardless of the means used, whether online of face-to-face; (b) lack of recognition of
instructors’ value to the institution; and (c) lack of opportunities for skill development” (p. 62). 
He found that “if the school enables faculty to enrich their own academic life and thereby
become better teachers by arranging face-to-face meetings, then the sense of loyalty that
instructors feel toward their students will presumably extend, by virtue of its intermediary role,
to the institution as well” (p. 74).
Parry (2010) looked at ways of helping students cross over the barriers of distance
education from isolation to participation in a larger community.  The researcher stated that
“open, social, connected web of blogs, wikis, and twitter can expose students to a far broader
network than they would encounter discussing lessons with a small group of graduate students”
(p. 6).  Therefore, e-learning and its various applications can be viewed as a solution to
increasing of the numbers of female instructors (Asiri, Mahmud, Abu Bakar, & Ayub, 2012). 
Other researchers stated that online training and education is a good solution in communities
where both male and females have different social roles.  A study conducted in Mauritania,
Africa, found that online education can enhance and democratize women’s access to education
despite the social restrictions that identify women’s role in such communities (Gokool-
Ramdoo, 2005).  Rogers and Howell (2004) found that Islamic, Hindu, Budhist, Bahai, Jewish,
and Christian organizations are using distance education to educate their members.  Distance
education was reported by (Robinson 2008) to improve access, equity, and quality in
professional development for rural teachers in western China.
Barriers to Online Distance Learning 
There are some barriers to distance education, such as computer skill level, economics,
access to internet, motivation to take online courses, and age.  Brinkerhoff (2006)  classified
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barriers to integration of technology in classrooms into four categories: (1) resources, such as
insufficient number of computers and internet access; (2) institutional and administrative
support, such as lack of preparation time to plan technology infused lessons, and lack of
encouragement and support for teachers to be involved in such planning; (3) insufficient
training programs focusing on technology integration into classrooms; and (4) attitudinal and
personality factors such as perceived computer skills.  Barker (2003) stated that “…faculty
development for the use of the technology is also important .Technology is merely a tool for
course delivery, and as with any tool, faculty members must have confidence in their skills for
using it…” (p. 277)
Alwaldie (2011) stated that “it is essential to identify and understand the barriers to e-
learning and ways to overcome them as seen by the learner.  Learners may find it difficult to
engage in online education due to personal factors, course structure, social factors or other
factors” (p. 24).  In a quantitative study of registered nurses (RNs), the researcher found that
“the greatest barriers were technical problems.  Data analysis revealed technical problems as
the strongest barrier category, and that older RNs perceived barriers associated with technical
skills as greater impediments than younger RNs” (Thomas, 2010 , p. 1).
Kinkle (2010) looked at participants in an online degree program at the University of
Mississippi and concluded that: 
(1) Participants expressed limited knowledge and/or experience with online education. 
(2) Faculty participants were positive, but conditional in their attitudes toward online
education.  (3) Administrative participants were negative in their attitudes toward
online education.  (4) Participants were divided in their level of awareness (limited vs. 
significant) of competition for students by other postsecondary institutions.  (5)
Participants expressed a belief that online education is not maximized at the University
of Mississippi for a variety of reasons such as perceived inferior quality; limitations in
staffing, funding, time, or computer skills; or perceived lack of feasibility for a
particular type of class.  (p. 1)
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Barriers may lead to lower enrollment and increased dropout rates.  King Yee, Luan,
Ayub, and Mahmud (2009) wrote that 
four main factors namely: gender, attitudes toward online learning, perceived ease of
use and perceived usefulness can influence students’ use of online learning.  It is
important that these four factors are taken into consideration by online learning
instructors to reduce the dropout rates in online learning courses.  (p. 250)
Baek (2002) sees that factors such as lack of time, isolated work, lack of technical
support, the absence of reflection on their practice, the pressure from state-mandated standards,
mistrust towards the university may hinder the involvement of teachers in online education. 
Learners would prefer a direct rapport with their teachers.  Gender can also have an impact on
learners’ motivation to take part in online education as some studies have shown.  However,
other studies, such as Horzum’s (2011), have argued that gender does not exercise any
influence.
Whereas Kiraz and Ozdemir (2006) explained that different educational ideologies may
have different effects on teachers’ technological acceptance, (online learning) in the classroom
and learning process.  Parrish and Linder-VanBerschot (2010) stated that
Fundamentally, when we teach, we are teaching culture.  Knowledge, skills, and
attitudes are all manifestations of culture and are not somehow immune to it.  Teaching
and learning are not only embedded in culture, they are cultural transmission in action
– the means to culture.  In multicultural settings, in particular, this leads to the
conundrum posed in the first section that educators must take responsibility to both
acculturate students and in the process avoid cultural bias that could impede
instructional goals.  (p. 5)
Knowledge of English is very important to effectively use the internet for research as
well as for communication.  Khan (2011) states “In Saudi Arabia, since Saudis speak their
native language at home and during their interaction with their friends, peers, and classmates,
there is a bleak chance to learn English through day-to-day interaction” (p. 1249).  Khan goes
on to conclude that “the teaching of English is as crucial in Saudi as the entire system of higher
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education.  Being the medium of instruction and an important tool of communication, English
seems to be very important in a developing country like Saudi Arabia”  (p. 1256).
Wise, Padmanabhan, & Duffy (2009) looked at the use of metaphors in online
communication and found that “on their own metaphors may be problematic for learners with a
low level of detail-focus” (p. 334).  In their research, they explained that online conversations
in distance learning environments are commonly characterized by a lack of responsiveness
between learner and long lag times between comments, making it more likely that
interpretational confusion remain unrepaired (Wise et al., 2009).
Motivation of Learners and Performance Improvement in Distance Learning
Keller (2008) explained the five principles of motivation:
(1) Motivation to learn is promoted when a learner’s curiosity is aroused due to a
perceived gap in current knowledge….  (2) Motivation to learn is promoted when the
knowledge is perceived to be meaningfully related to a learner’s goals….  (3)
Motivation to learn is promoted when learners believe they can succeed in mastering
the learning task….  (4) Motivation to learn is promoted when learners anticipate and
experience satisfying outcomes to a learning task….  (5) Motivation to learn is
promoted and maintained when learners employ volitional (self-regulatory) strategies
to protect their intentions.  (pp. 176-178)
Keller also looked at what negatively affects motivation: level of anxiety, fear of being
judged, and other challenges.  Four programs that Keller looked at are: “(a) motivationally
adaptive CAI (computer-assisted instruction), (b) reusable motivational objects, (c) animated
pedagogical agents, and (d) blended learning” (p. 180).  Keller stated that the key to successful
e-learning lies in using the above listed programs along with learning motivations to develop
practices that exemplify–the motivation to learn–principles.
Slaouti (2007) attempted to understand engagement in online education and found that 
The ways in which teachers engaged with and experienced the course were different
from one educator to another.  Individual characteristics such as cultural background,
teacher understandings of themselves as learners and online participants, and individual
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responses to specific course attributes were the most important factors determining
teachers’ engagement in online courses.  (p. 285)
Lee, Cheung and Chens (2005) research stated that “a successful ILM (Internet-based
learning medium) should include the components of utility and fun” (p. 1102).  Their research
looked at the data “from 544 undergraduate students and examined both extrinsic (perceived
usefulness and ease of use) and intrinsic (perceived enjoyment) motivators for explaining
students’ intention to use the new learning medium” (p. 1095).  They found that both perceived
usefulness and perceived enjoyment significantly and directly impacted the students’ intention
to use internet-based learning medium.
Bums (2005) is of the opinion that enjoyment and entertainment are central elements to
success in education and training.  E-learning becomes an efficient medium of communication
when it is used both for entertaining and motivating employees.  Burns also pointed out a wide
range of contexts in which modern e-learning technology would provide substantial benefits.
Pape (2010) does not focus on enjoyment but time, resources and professional
development.  Pape stated that “teachers need time, resources, and professional development to
use blended teaching (online) well” (p. 5).  Most teachers are not prepared during their pre-
service training nor have they learned how to instruct students in the reasons for using such
tools to learn from.  She also noted that research on effective models of K-12 online course
design, online teacher preparation, and online teaching standards can offer guidance for
developing an effective blended teaching and learning model for all schools .
Olina, Dwyer and Savenye (2000) recommended that “teachers have the opportunity to
participate in web-based training themselves in order to step into the students’ shoes.  If that is
not possible, provide as much hands-on-experiences with web based and web-supplemented
instruction during your training as possible” (p. 32).
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DeBourgh (1999) looked at two factors affecting student satisfaction with distance
learning: “(1) determine relationships among selected learner attributes, instructional variables
and real-time video teleconferencing and World Wide Web/Internet; and (2) identify those
learner attributes and instructional variables that are predictive of student satisfaction” (p. 2). 
The study found that there was “no association between course management and student
satisfaction” (p. 6).  Instead, “satisfaction in distance-education courses is related to the
performance of the instructor–just as for traditional face-to-face classes” (p. 7).
Motivation is a core idea in the performance of all learned reactions.  Chang (2005)
stated that the application of self-regulatory strategies within web-based instruction can
improve learners’ motivation perception, which includes students’ goal orientation, students’
perception of task value, students’ beliefs of learning control, and students’ expectancy for
success and self-efficacy.  He also found that “students learning within this environment were
more likely to feel responsible for their own learning” (p. 228).  McCarney’s (2004) findings
were different from Chang’s insofar as the results on his models of staff development showed
that teachers favor inservice courses because they allow for direct contact with a teacher.  He
called for the necessity to put more emphasis on the principles and methods of instruction in
communication technology.  
Pucel and Stertz (2005) looked at students’ performance and students’ satisfaction in
two courses offered by the University of Minnesota.  The results showed that 
students needed to spend an equal amount or more time on the Web Based Internet
(WBI) courses than on typical courses, but they did not tend to find the WBI courses
more difficult.  No statistically significant differences were found between the two
versions of each of the two courses on the student satisfaction measures.  (p. 20)
Curless (2004) found that “getting the learner’s attention, making the instruction
relevant, and increasing the learner’s confidence and sense of satisfaction will help reduce the
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dropout rate that seems to come with the distance education model” (p. 22).  It is suggested
that professional development must be situated within practice to be truly effective, must fit
within the practical activity of staff in designing support for their practice, must encourage
collegial participation, and must establish opportunities for negotiated and shared procedures
(Atkinson, 2011).  Shulman (2000) “insisted on the dynamic nature of the teaching experience
and advocated that classrooms and courses should be considered laboratories or field sites
where this dynamism takes place” (p. 50).
Aluko (2009)  examined the impact of distance education program offered by the
University of Pretoria, South Africa and stated that “a change in behavior is evident in terms of
how learners react to colleagues, principals, and parents.  The final results achieved by the
participants who attended the program were evident in terms of promotion, leadership
positions, and improved quality of classroom practice” (p. 16).
Where the previous studies mostly focused on learners, Whipp and Lorentz (2009)
focused on instructors.  They examined how three online instructors differed in their use of
cognitive and social supports and how those differences related to student perceptions of
support helped seeking and performance (p. 169).  Their findings showed that while all
instructors used both cognitive and social supports, they varied most in their level of
questioning, use of direct instruction, task structuring, and attention to group dynamics.  
Rodriguez and Knuth (2000) also, focused on instructors and the importance of
providing professional development for effective technology use in the curriculum.  They
found that “the two requirements that helped ensure the success of professional development
for effective technology were that first: the professional development should be an integral part
of the school technology plan or overall school-improvement plan, and secondly; the
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professional development should contain all the necessary components that research has found
to be important” (p. 2).  Abdal-Haqq (1996) agreed that professional development should be an
integral part of the school technology plan so much so as to recommend lengthening the school
day in order to incorporate professional development in the normal school day.
Making time for teacher professional development looks at restructuring the school day
and/or school year in order to incorporate teacher development into regular school
hours.  Teachers who sacrifice personal time or preparation time often experience burn-
out from trying to fulfill competing demands for their time.  (pp. 4-5)
Katz (2010) looked at how engagement, motivation and attitude play different roles in
how learners interact and ultimately in how successful they are within an online learning
environment.  He stated that “given more control within an online educational setting, learner
knowledge retention is higher and the educational experience is more satisfying.  In the cases
of knowledge retention, motivation and attitude there was a positive correlation shown in the
post assessment scores” (p. 66).
Newman, Samimy and Romstedt (2010) also focused on the “teachers and cite
inadequacy of current knowledge and services” for teachers.  The authors suggest  that for
“those who wish to encourage  teacher professional development, create resources to improve
teachers’ ability to deliver academic content to ELLs (English language learners), or develop
training programs, must take into account teachers’ needs vis-á-vis their willingness to engage
in professional development” (p. 152).
Other researchers focused on motivational factors that encourage the choice to become
a teacher.  Ud Din, Khan and Murtzaz (2011) found that a “majority of teachers opined  that
thes are key factors of motivation…attractive job, prestige profession, reward, incentive,
expressing expectations, achievement, advancement, recognition, status, good working
environment …” (p. 508).
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Learning Theories: Adult, Cognitive, Social 
Adult education is a process involving planning by individuals or agencies by which
adults improve themselves or their society (Houle, 1972).  Since 1967 the practice of teaching
adults had been called andragogy.  It is important to know the adult learner, why he or she is
participating and what can limit that participation.  The experiences of the adult learner impact
learning; for example, range of individual differences, learning resource, biases which can
inhabit or shape, and self-identity (Knowles, et al., 2005).  Online education may provide
opportunities for teachers to increase their knowledge.  In a study by Chang (2005), it was
found that learners “became more confident, more challengeable and more greatly valued what
they learned after experiencing the web-based instruction with self-regulatory strategies” (p.
228).  Gibbons and Wentworth (2001) also found positive results with online learning
especially for nontraditional students.  They stated that “nontraditional students bring a variety
of life and work experiences to the virtual classroom and are most responsive to learning
models that provide an opportunity to apply theory to their experiences” (p. 2).
Kotter (1996) considered the ever changing environment that effects teacher growth. 
Kotter reported an eight-stage process for effective change:  establishing a sense of urgency,
creating the guiding coalition, developing a vision and strategy, communicating the change
vision, empowering employees for broad-based action, generating short-term wins,
consolidating gains and producing more change, and finally anchoring new approaches in the
culture.
According to Hew & Hara (2007), there are a number of reasons behind the teachers’
willingness to share the knowledge they have acquired.  Some of these reasons can be summed
up in the following four points: (a) teachers are driven by a sense of collectivism where they
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feel the need to share knowledge with their fellow teachers to improve the welfare of
community members, (b) a strong sense of reciprocity where teachers return the help they have
received from other teachers, (c) they believe that sharing is a means of acquiring new
knowledge, and (d) the teachers’ feeling of understanding and appreciation of the struggles of
their fellow teachers, a feeling that urges them to provide support.
After the revolution in technology, teachers are concerned with being professionally
competitive and able to gain continuous education.
Today’s teachers need preparation, support, and professional development to help them
change their curriculum and teaching practices.  One area of potential for this
preparation, support and professional development, is currently being evidenced in the
field of online teaching and learning.  (Parra, 2010, p. 1)
Lowes (2007), in light of the research he conducted, concluded that teachers are
acquiring the tools to teach online and, at the same time, they are adapting their face-to-face
teaching practices in order to address their students’ needs.
Parra (2010) also stated that “professional development for online teaching and
learning is an innovative solution that can help bridge the widening gap between digital
immigrant educators and digital native students and leveling the educational playing field in
this flat world” (p. 1).  However, the author reported that online classes for teachers without
blending face-to-face teaching practices lead to poor teaching performance.  She went further
to state that competition in the workplace requires teacher training to blend online courses with
face to face teaching practices among other necessary developmental learning techniques to
help teachers to advance.
Fonseca (2011) examined a training program that worked with teachers and online
training and how their perceptions changed during the program.  He found “that for some
teachers, a change in their perception about technology use can be achieved through activities
25
that confront their deepest convictions about what it means to learn and teach, allowing them
to discover themselves as apprentices in a continuous process and as member of a larger
community to which they can turn for answers” (p. 61).
Dedman and Palmer (2011) “challenged assumptions about social workers’ reluctance
to use online technology and suggested that online training programs are a viable option for
field instructors” (p. 151).  They found that “there was a strong correlation between
willingness to participate in online training and the composite variable internet advantages”
(p. 157).
In a study by Moore and Barab (2002) where they investigated an internet-based
professional development system  (Inquiry Learning Form) designed to support teachers in
sharing and evolving their teaching practices , the researchers found that this model can form 
a new way of approaching and participating in professional development as it crosses
current boundaries by linking preservice, inservice, and university faculty together in
sharing and reflecting on the practice and art of teaching which may forge strong
learning experiences and even stronger bonds between teachers at all levels as they
seek to improve teaching and learning.  (p. 6)
Renninger, Cai, Lewis, Adams, and Ernst (2011) examined the motivation of math
teachers to join online training and found that participants’ goals, interest, and level of prior
mathematics courses can be used to predict if they will complete an unmediated online
workshop and return to use its resources.
They further suggested that the motivation and learning of participants in online
workshops could be predicted based on clusters involving participants’ levels of
interest, self-efficiency, and prior mathematics.  They also indicated that survey items,
long-life participation rates, or workshop artifacts alone did not effectively gauge
motivation and learning.  (p. 243)
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They also stated “that the design of hypermedia will be successful to the extent that it
addresses learners; differing levels of interest, self-efficiency, and disciplinary knowledge” 
(p. 246).
In a 1999 report, the University of Illinois Faculty Seminar emphasized two distinct
characteristics of online teaching.  According to this report, teaching should shift from the
classical lecture format to a model more adaptable to online instruction.  In addition, the role of
the teacher should be that of a moderator of the interaction among students.  In a different
study, it was shown that instructors had to demonstrate a number of qualities to ensure success
in distance learning.  Among these qualities are the liability to embrace a new technology, a
personality geared towards performance, flexibility and the adoption of new materials and
teaching methods (Porter, 1997).
Cognitive learning theory attempts to explain human behavior by understanding that
humans make choices that make sense to them (Piaget, 1970; Bruner, 1959; Franken, 1994;
Keller, 2008).  Knowles (1984) recognized that technology would provide both opportunity
and special challenges as adult learners technology enables adults to not only self-direct their
learning, but to form it to their experiential base and problems.
Teachers need advanced computer skills, such as using Microsoft Office applications,
Power Point to make presentations, and Excel and internet for online research and
communication.  In a study by Russell et al. (2003) teachers reported the use of the internet for
preparing lessons and communication; the more experienced teachers also used it in classroom
while teaching lessons.  In the same study, researchers found that it is of great importance to
expose teachers to enhanced benefits of using technology and the internet in instruction and
curriculum which increased their confidence in using it in their own classrooms (p. 308).
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Alenezi et al. (2010) found that computer anxiety, computer self-efficacy and
enjoyment significantly influenced one’s intention to use e-learning.  Martin and Rader (2003)
explored the importance of basic computer and internet skills for enhancing teachers in their
performance, and how teachers can use online teaching course to improve their own teaching
skills, as well as examples of how to use technology in curriculum.  A study carried out by
Becker, Ravitz and Wong (1999) showed that teachers had to demonstrate knowledge of
computer skills in order to make use of computers for the purpose of teaching or in order to
manage the use of computers by students when completing their assignments.  The study also
revealed that the stronger teachers’ computer skills are, the more frequent they tend to use
computers when exercising their profession (p. 36).
Wynter-Wellington (2010) stated that “technology must be built around a significant
and meaningful curriculum.  Therefore, efforts to integrate technology into schools must be
combined with professional development for teachers along with effective curriculum design
and instruction” (p. 19).  Sharma (2004) found that “the lack of opportunity to further develop
implementation skills prevents teachers from using computers and other technologies
effectively” (p. 15).  Kiraz and Ozdemir (2006) stated that
Technology acceptance is related to four main factors: the perceived ease of use of
technology; the perceived usefulness of technology; the attitudes toward the use of
technology; and the frequency of use of technology.  For instance, if people perceive
that technology is easy to use and useful in their field, this builds positive attitudes
toward the use of that technology.  (p. 153)
Bauer and  Kenton (2005) stated that teachers who were highly educated and skilled
with technology, were innovative and adept at overcoming obstacles, but they did not integrate
technology on a consistent basis both as a teaching and learning tool.  Sharma (2004) stated
that
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Technology integration requires more than having the tools and skills to use different
types of technology.  It requires commitment from staff and administration,
professional development opportunities, and on-demand support for teachers … while
teachers learned skills in other professional development opportunities provided to
them, they rarely had a chance to get help in implementing their learned skills ….  A
good professional development program should include: time to practice learned skills
and designated personnel who can assist teachers when they are applying those skills in
their classes.  (p. 102)
Social learning is learning to relate to others for mutual benefit (Knowles, et al., 2005). 
Hur and Brush (2009) investigated the emotional aspect of K-12 teachers who participated in
online communities were crucial to the learning process.  They found that the purpose of
online communities was to “share emotions, utilizing advantages of online environments,
combating isolation, exploring ideas and experiencing a sense of camaraderie” (p. 279).  They
concluded that understanding the relationships of various components is essential to grasp the
complexity of emotional sharing.  Slaouti (2007) also found that teachers were affected
differently by cultural background that impacted the way teachers understood themselves thus
affecting the way they learned online.  Hur and Brush (2009) stated that teachers gain new
knowledge while participating in communities of practice (p. 281).  Anytime new programs or
ideas are instituted in a teaching environment a community of practice occurs.
Researchers believe that teachers should have the freedom to tailor their own learning
environments to create a more motivational instruction (Anderson, 2004; Archambault &
Crippen, 2009; Cubukcu, 2008).  An instructional design based on student construction and
sharing of knowledge in a web based portal is perceived to be a valued and worthwhile
learning experience.  One study stated that students reported this design provided as much or
more learning.  Creating, assessing, and sharing their knowledge through an online portal,
students experienced significant, valuable instruction (Anderson, 2004).
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Archambault and Crippen (2009) reported that for teachers to effectively teach online,
they needed to first teach face-to-face with students.  The virtual schools try to provide a
significant amount of professional development for their inexperienced teachers.  Cubukcu
(2008) found varying attitudes towards online learning by teacher candidates, specifically, that
teacher candidates do not prefer internet-based learning when they are gathering information
about knowledge itself, and that teachers in mathematics programs prefer internet-based
learning more than those in primary school education (p. 171).  Vasumathi (2010) determined
that to change teacher practice, it is necessary to adapt the policy of the work environment to
focus on the teachers’ knowledge development as well as their physical, mental, and
psychological well-beings.  Piccoli, Ahmad, and Ives (2001) found that in undergraduate
classes teaching basic internet technology skills, students enrolled in virtual learning classes do
not perform significantly different than students in traditional classrooms.  However, while
students in virtual learning classes report higher confidence in their computer skills, they
seemed less satisfied with the learning process.  Jin, Wen, and Gough (2010) found that a
social virtual world, such as found through social networking, can optimize student -centered
learning experience in comparison to traditional virtual learning experiences.
In a study by Neo, Neo and Teoh (2010) “The students were motivated and were
actively pursuing their learning at their own pace.  They enjoyed this self-directed learning
approach and liked using multimedia to stimulate and enhance their learning process” (p. 20). 
In another study it was stated that attitude is a key factor in learning and that online learning
cannot be as effective if the tutors or teachers are not in alignment or strategic in their
approach to engaging learners (Naughton, Smeed, & Roder, 2011).  Asiri, et al. (2012) stated
that there is a steady rise of Saudi student population in public schools and higher institutions,
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causing overcrowding and thus, an inability to accept those students.  Therefore, e-learning
may be one of the best solutions.  This solution requires that educators should be provided with
such training to teach online and schools have to be equipped with a strong technological
infrastructure.
Davis, Bagozzi and Warshaw (1989) considered their results to show the importance of
usefulness over ease of use to be more important.  Their work was an adaption of the Theory of
Reasoned Action (TRA).  “The Technology Acceptance Model (TAM)…uses TRA as a
theoretical basis for specifying the casual linkages between two key beliefs: perceived
usefulness and perceived ease of use, and users’ attitudes, intentions and actual computer
adoption behavior” (p. 983).  What Davis, Bagozzi and Warshaw concluded was “that
although ease of use is clearly important, the usefulness of the system is even more important
and should not be overlooked” (p. 1000).  Davis (1989) wrote:
On self-efficacy theory and the cost-benefit paradigm saying that self-efficacy is
similar to perceived ease of use… but that self-efficacy beliefs are theorized to function
as proximal determinants of behavior….  Cost-benefit paradigm as cited in Davis… is
also relevant to perceived usefulness and ease of use.  (p. 321)
In 1992, Bagozzi, Davis & Warshaw proposed the Theory of Trying (TT), which
suggested “that changing people’s attitudes toward the process of learning, irrespective of
success or failure, may be an efficient way to improve the motivation to learn” (p. 1). 
Computer learning may be “determined by three attitude components: attitude toward success,
attitude toward failure, attitude toward the process of goal pursuit” (p. 2).  This data, gathered
from 107 MBA students, “showed that the psychological processes associated with goal
formation and the pursuit of goals are important considerations in the adoption of computer
technologies” (p. 12).
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Malik and Rahman (2010) do not totally agree with Davis’ (1989) conclusions saying
that their data indicate that although ease of use is clearly important, the usefulness of the
system is even more important and should not be overlooked.  Users may be willing to tolerate
a difficult interface in order to access functionality that is very important, while no amount of
ease of use will be able to compensate for a system that doesn’t do a useful task.           
Connectivism works with Malik and Rahman’s research as explained by Anderson and Dron
(2011): 
Connectivist learning focuses on building and maintaining networked connections that
are current and flexible enough to be applied to existing and emergent problems. 
Connectivism also assumes that information is plentiful and that the learner’s role is
not to memorize or even understand everything, but to have the capacity to find and
apply knowledge when and where it is needed.  (p. 87)
However, Bell (2011) says the connectivisim cannot stand alone.  “In the current
dynamic context for learning and education, connectivism alone is insufficient as a theory to
inform learning and its technology-enabled support in an internetworked world” (p. 112).  Bell
goes on to encourage further research into other theories such as social learning. 
“Connectivism exists as an influential phenomenon that inspires teachers and learners to make
changes in their practice but will not be built as a theory without significant qualitative studies
to inform its development within the context of other theories” (Bell, 2011).
Online training in different educational topics should be wisely assessed and planned
for before introducing it to different educators.  In fact, the attitudes and beliefs of the
administrators are critical to the success of online programs because they are going to be
supervising the programs.  Assessing the stakeholders’ attitudes towards online instruction
should be the first priority before efforts are made to implement online programs (Nasser &
Abouchedid, 2000).
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Upon the implementation of the online programs, the administration should focus on
frequent evaluation and improvement of the quality (Fisher & Barid, 2005; Maor &Volet,
2007).  It is not easy for online learning service providers, institutions of higher education, and
organizations to establish a successful online learning program.  Some of the challenges
include costs for developing online learning programs, maintaining, and improving online
learning systems.  The cost of initiating an online education is high; however, the operational
cost becomes less than a traditional education due to economics of scale (Appana, 2008).
The Educational System and Online Training in Saudi Arabia
Four distinct levels make up the educational system in Saudi Arabia—each level relates
to a particular grade category.  For instance, soon after the pre-elementary level, pupils are
enrolled in the elementary level that comprises grades 1 to 6.  The intermediate level begins
with grade 7 and ends with grade 9.  Grades 10 to 12 make up the secondary level.  Once this
level is completed, students gain access to college education (Saudi Arabian Cultural Mission
in USA, 2006).
The World Bank figures show that 6.8 percent of the country’s GDP was spent on
education but the overall public spending on education as a percentage of government
expenditure reached 27.6 percent in 2004.  However, over three decades, from 1970 to 2000,
education budgets tripled.  This increase in education spending was not generated by an
increase in oil revenues nor was it the result of economic growth.  A manifestation of this
growth was seen in the establishment in 1960 of the General Administration of Girls’
Education as an institution independent of the Ministry of Education.  It was only in 2002 that
it started to operate under this ministry.  However, the number of women benefiting from
education has been constantly on the rise since 1960.  UNESCO records indicate that by 2007
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the percentage of children registered in pre-primary education reached 48.9 percent whereas 82
percent of children were accommodated at the primary level.  As far as private education was
concerned, 6.4 percent of intermediate level students were enrolled in general programs.  As to
students enrolled in technical vocational programs, as high as 70.3 percent were in private
schools but the secondary level showed a different picture.  It was found that private schools
comprised 13.4 percent registered in general programs whereas 61.6 percent were registered in
technical and vocational programs.  Again, the World Bank states that students who were
enrolled in private tertiary education represented 7.4 percent in 2004.  Despite the fact that
students of both sexes are taught the same curriculum and are subject to the same type of
annual examinations, they are split in three categories administered separately on the basis of
gender: boys’ general education, boys’ Islamic education, and girls’ education (WENR, 2001).
In its study of teacher training programs in Saudi Arabia, the Saudi Arabian Cultural
Mission in USA (2006) considers that these programs have evolved as part of the overall
educational system in the country.  According to this study, over a period of time spanning five
decades, there was a steady rise in the standards of teacher training which went hand in hand
with the overall development of the national educational system.  There was the
standardization of the four-year minimum requirement for the bachelor’s degree all throughout
the educational programs.  In addition to this, the government has deployed efforts in
improving educational standards through the application of quality teacher training programs. 
This improvement was manifested in students’ evaluation standards and the extensive use of
technology.  In another study in Saudi Arabia, the researchers found that e-learning would be a
perfect solution for the growing demand for college education.  They stated that although e-
learning is growing in popularity; for it to be most effective, Saudi Universities will have to
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provide separate buildings for males and females as is reflected by the society at large, which
can be expensive and difficult to implement (Asiri, et al., 2012).  Males and females in such an
environment may not have equal opportunities either as students or as educators.  It has been
stated by Alaugab (2007) that at Saudi universities the percentage of female instructors is
lower than that of male instructor’s at all academic levels.
Many people are taking online education to heart.  The passion for this type of learning
has caused issues for faculty training because students are increasingly reluctant to attend
traditional classes and adhere more to e-learning (Sax, 2006).  The scarcity of jobs is behind
this new trend insofar as e-learning provides employees with the flexibility and the mobility
they cannot enjoy in traditional classroom settings (Mangan, 2001; Thomas, 2001). 
Almekhlafi and Almeqdadis (2010) investigated technology integration at United Arab
Emirates Model Schools and found that “both male and female teachers had a high self
perception of their abilities and competencies to integrate technology successfully in their
teaching” (p. 173).
Zakari and Alkhezzi in 2010 explored Arab Open University and its use of open
learning centers and online programs to help all students succeed.  They found that e-learning
and online training can contribute to social, economic and democracy development in general.
They concluded that governments should reflect on the importance of offering these
opportunities even within traditional universities.  Training online is growing, and educators in
Saudi Arabia must be motivated to use this system.  Alsunbul (2002) stated that for distance
education to be successful there is a need for government support to help build the
infrastructure and allocate the necessary financial support.  Other researchers found that
distance education can enhance and democratize women’s access to education for personal
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development, if they have the opportunity to manage their time, control their learning process
and goals, and function effectively within their current constraints (Almekhlafi & Almeqdadis,
2010; Alwadie, 2011; Gokool-Ramdoo, 2005; King Yee et al., 2009).
Alwadie (2011) investigated the readiness of King Fahad Medical City to adopt online
staff development programs.  Results showed that employees in general had a positive attitude
toward online education, but these results differed between genders, with women less positive. 
However, the results also showed that “those who had previously taken online courses where
less motivated than those who had not e-learning experience” (p. 78), which might raise the
question about the quality of such courses.
In another study that focused on online courses in the town’s community college, it was
found that it had been instrumental not only from an educational perspective but also from a
social and economic standpoint.  The study showed that many Saudi students are reluctant to
leave their families to travel and stay in different cities to get a college education, so the
community college is the best solution to ensure a further education by providing training in
academic fields that are highly needed, including technology (Al-Zuaibir, 2011).
Riyadh Educational Supervision Offices play an important role in the progress of the
educational development of Riyadh district schools.  These offices are spread over several
geographical areas in Riyadh City.  It is the groundwork for teachers’ roles in the classroom
setting that helps educators re-evaluate curricula, teaching methods, class environment, class
information and school equipment.  This support leads to the achievement of the teachers’
educational objectives as well as to the development of the students’ educational level.  Since
it is important to develop the educational process through the application of these parameters,
there are two functions of supervision that are implemented.  There are opinions that these two
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aspects of supervision – evaluation and improvement – should be separate, while some believe
that they should go hand in hand (Reitzug, 1997).  Instructional supervision has been defined
as “an artistic, consultative, humanistic, and inclusive leadership process, which aims to
evaluate and improve the educational process from all its aspects.  (Ministry of  Education,
1999).
Summary
This chapter reviewed factors such as motivation, learning environment, age of the
learner, use and access to computers, philosophy and theory of the online education, from
research journals, books, academic and news articles from written and online sources
pertaining to online education.  Motivation and computer skills are two main factors that
contribute to taking online courses.  However, the design of the courses, the perceived
usefulness, the perceived ease of use, as well as the interaction between instructors and
learners play an integral role in the success of an online educational course.  Governments in
the Middle East, especially in Saudi Arabia, can benefit from adopting online education. 
These benefits are not only limited to educational value, but to social and economic ones as
well.  The literature review encouraged educators to seek online professional development, as
technology opens access to learning opportunities (Merriam & Brockett, 1997).
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Chapter Three
METHODOLOGY
The purpose for conducting this study was to determine teacher access to computers,
computer skill perception level and motivation to enroll in online professional development in
the Riyadh School District.  The survey was distributed to educators in schools in Riyadh,
Saudi Arabia.  Each educator was to complete a survey that included demographics as well as
scales pertaining to computer skills and motivation to take online courses.  Computer
availability at school, access and reasons to use the internet for educational purposes, as well
as barriers to internet use were investigated in this study.
Research Design
This was a quantitative study based on a descriptive research design that collected data
through a survey distributed to a sample of educators in the Riyadh School District, Saudi
Arabia.  The collected data were analyzed in two ways: descriptive and inferential. The
descriptive part of the statistical analysis provided frequencies for nominal and ordinal
variables and means and standard deviations for continuous variables such as motivation for
taking online courses and computer skill perception (Isaac & Michael, 1997).  In inferential
analysis, motivation to taking online courses was the dependent variable, while demographics
and computer skill perception were considered as independent variables.  The Spearman’s Rho
Correlation test, independent t-test, and one-way ANOVA were used to investigate
relationships (Engelhart, 1972; Creswell, 2002).
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Table 1
Data Analysis Matrix for Computer Access, Teacher Skills and Motivation to Take Online
Professional Development in the Riyadh School District
Research Questions Scale of Measurement Statistical Test
1. Is there a correlation
between computer skill
perception and motivation
to take online courses?
Computer skills: interval
scale  (23 questions)
Motivation to take online
courses: interval scale
(13 questions)
Inferential: Spearman’s rho
2. Do the following
variables affect motivation
to participate in online
courses: age, gender,
marital status, number of
children, monthly income,
educational level, years of
teaching experience,
location of school, type of
school, role in school and
instructional level of
school?
Motivation: interval
Age: ordinal
Gender: nominal
Marital status: nominal
Number of children: ordinal
Monthly Income: ordinal
Educational level: ordinal
Years of teaching
experience: ordinal
Location of school:
nominal
Type of school: nominal
Role in school: nominal
Instructional level of
school: nominal
Inferential:
Motivation/age=independent-test
Motivation/gender=independent t-test
Motivation/marital status=one-way ANOVA
Motivation/# of children=independent t-test
Motivation/monthly income=one-way
ANOVA
Motivation/ educational level=one-way
ANOVA
Motivation/ years of teaching
experience=one-way ANOVA
Motivation/location of school=independent
t-test
Motivation/ type of school=independent t-
test
Motivation/ role in school=one-way
ANOVA
Motivation/instruction level=one-way
ANOVA
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Table 1 continued
Research Questions Scale of Measurement Statistical Test
3. Do the following
variables affect computer
skill perception: age,
gender marital status,
number of children,
monthly income,
educational level years of
teaching experience,
location of school, type of
school, role at school, and
instructional level of
school?
Computer skills: interval
Age: ordinal scale
Gender: nominal scale
Marital status: nominal
Number of children: ordinal
Monthly Income: ordinal
Educational level: ordinal
Years of teaching
experience: ordinal
Location of school:
nominal
Type of school: nominal
Role in school: nominal
Instructional level of
school: nominal
Inferential:
Computer / age=independent-test
Computer / gender=independent t-test
Computer / marital status=one-way ANOVA
Computer / # of children= independent t-test
Computer / monthly income=one-way
ANOVA
Computer / educational level=one-way
ANOVA
Computer /  years of teaching
experience=one-way ANOVA
Computer / location of school=independent 
t-test
Computer / type of school=independent t-
test
Computer / role in school=one-way
ANOVA
Computer / instruction level=one- way
ANOVA
Selection of Subjects
The selection of subjects was accomplished through a number of stages.  The primary
stage was to approach the Saudi Arabian Ministry of Education to ask permission to conduct
this study.  This study, research in the Riyadh School District, required the approval of the
Ministry to use the services and the facilities pertaining to the Ministry, whether human or
material.
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The researcher chose to collect data from the Riyadh District, which is divided into five
educational centers: north, south, middle, east, and west.  The number of educators in this
district is estimated to be 80,000 in 3,267 schools (Saudi Arabia Ministry of Education, 2011). 
According to the web site http://www.surveysystem.com/sscalc.htm#one, at a confidence level
of 95 percent and a confidence interval of 3.5, the sample size needed for this population was
estimated to be 776 participants (Creative Research Systems, 2012).
The schools that participated in this study were chosen according to a stratified
sampling technique which guaranteed the representation of the population according to the
different five educational centers, the gender (male/female schools), and the school educational
level (kinder- garten elementary, middle, and high).  With the help from officials at the Saudi
Arabia Ministry of Education, the schools were randomly selected according to this
stratification.  The first three schools and the last two schools in each stratified list were chosen
to become part of the sample.  The male list was alphabetical while the female list was by
number instead of name.  Eventually, it was determined that 70 schools from all different
educational centers and levels in Riyadh would participate.  The principal of each school was
contacted via mail with a letter explaining the nature, the purpose, and the protocol for the
study.  Each principal who gave consent for his/her school to participate in this study was
asked to randomly select the educators to participate in the study.  Each principal assured the
researcher that his/her approximately 24 teachers agreed to participate.
Instrumentation
A survey was developed for the purpose of this study (see Appendix A).  The survey
was translated into Arabic by two English literature professors at the University of Arkansas
who are native speakers of Arabic.
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This survey contained four parts.  Part I questions, which pertained to computer access
were adapted from The Education Network Australia web site on the ICT and Educators
Market Research, Primary School Education October 2008 Report (see Appendix B) ( EDNA,
2008).  The questions asked about frequency of using internet, access to internet, reasons for
using internet, barriers to using internet at school, number of computers at school and in the
classrooms, number of previously taken online courses, and the favorite training course that
participants would like to enroll in if they were offered an online training course.
Part II questions, which pertained to the motivation for taking online courses, were
adapted from a dissertation by Rui-Ting Huang of Louisiana State University, from the section
called Factors that Influence Internet Users (see Appendix B) (Huang, 2009).  Part II consisted
of 13 items.  For each item, participants were asked to indicate their perception about taking
online courses.  Each item was rated on a 5-point Likert scale that ranged from 1 to 5, where
1=strongly disagree (SD), 2=disagree (D), 3=neutral (N), 4=agree (A), and 5=strongly disagree
(SA).  Each participant had a specific score by summing the scores for all items.  The highest
score a participant might get is 65.  This measure is an interval scale and was considered to be
the dependant variable in this study.  An example of an item used within this scale is: 
For the following questions, please circle the number that reflects the level of agreement with
each sentence:
Taking online courses can make teaching easier
SD D N A SA [Likert scale options]
1 2 3 4 5 [inherent values]
Part III questions, which pertained to computer skill perception, was adapted from a
research paper, An Examination of the Computer Self-Efficacy and Computer-Related Task
Performance Relationship (see Appendix B) (Smith, 2001).  It consisted of 23 items.  For each
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item, participants were asked to indicate their perception about a specific computer skill.  Each
item was rated on a 7-point semantic (continuous rating scale) that ranged from 1 to 7 where
the lower score indicated poor computer skill, and the higher score indicated strong computer
skill.  The highest score one might get is 161.  This measure is an interval scale and was
considered as one of the independent variables in this study.  An example of an item used
within this measure is:
For the following questions, please circle the number that you feel reflects your skill level
           Poor                                           Strong
Keyboard documents   1        2       3       4       5       6       7
Part IV of the survey was demographics; the questions were created by the researcher
based on variables found in the literature review (see Appendix B).  Those variables included
age, gender, marital status, number of children, income, educational level, years of teaching
experience, type of school(public/private), location of school ( urban/rural), instructional level
role in school (elementary, middle, high school), and role in school( teacher assistant, teacher).
Data Collection
The approval to conduct research with human subjects was obtained from the
University of Arkansas Institutional Review Board (see Appendix C).  The researcher
submitted a letter to the Ministry of Education in Riyadh (see Appendix D) and received
permission to conduct the study in Riyadh Schools (see Appendix E ) A letter was sent to the
principal of each selected school that explained the nature and purpose of the study and
assured confidentiality and privacy of the collected data (see Appendix F).  The survey forms
(900; 12-13 per principal) were delivered to the principals of the 70 Saudi schools in the
Riyadh District.  Each principal distributed the surveys to educators.  Anonymity of data was
assured to each participant through the Consent to Participate in Research that was submitted
43
with the survey (see Appendix G).  Participants were assured by their principal that there
would be no harm associated with the participation in this study and were also informed that
by completing the survey form, they would be giving their implied consent for participation. 
Each school was contacted after two weeks from the distribution of survey forms.  Each survey
form was retrieved in a sealed envelope.  No names or codes were used to refer to the name of
school or participants to assure anonymity.
Survey Pilot Test
Before collecting data in Riyadh, Saudi Arabia, the researcher tested the Arabic survey
with 20 Saudi graduate students at the University of Arkansas.  Although, this small sample
was not a true representation of the target sample in Riyadh, it provided the researcher with
feedback regarding the readability of the survey and the ability to understand all constructs
related to the survey.  These participants reported that they could complete the survey in 15
minutes, and all he questions were understandable.  The researcher made no changes in the
survey after the pilot test.
Data Analysis
The statistical analysis was both descriptive and inferential. The inferential analysis
where motivation to taking online courses was the dependent variable, and the other
demographics and computer skill perception were considered as independent variables, utilized
different tests to investigate this relationship. To help understanding the relation between
computer skills perception and variables like gender, age, income, and educational level,
several independent samples t-tests and one-way ANOVA tests were used.  Several
independent samples t-tests were used to examine the difference in means of motivation
among groups related to different variables such as age, gender, location of school, and type of
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school.  One-way ANOVA tests were also utilized to examine the difference in motivation
means among groups related to variables such as number of children, educational level,
income, and years of teaching experience.
After collecting all survey forms, the researcher coded the responses to facilitate the
statistical analysis.  The data remained anonymous and were used strictly for the purpose of
this study.  Data were analyzed using the Statistical Package of Social Sciences: SPSS
Software version19 (Statistical Package for Social Sciences, 2010).  The descriptive part of the
statistical analysis provided frequencies for nominal and ordinal variables, means and standard
deviations for continuous variables such as motivation for taking online courses, and computer
skill perception.  Part I on computer access was coded as follows.  (1) Frequency of using
internet was coded as: ‘1’=once a day, ‘2’=several times a day, ‘3’=1-2 times a week,
‘4’=more than twice a week, ‘5’=1-2 times a month,’6’=never.  Access to internet was coded
as: ‘1’=Home,’2’=School,’3’=Internet café.  Most Frequently used online services were coded
as: ‘1’=News reader/aggregator (e.g. Google reader, iTunes, Podcast),’2’=Blogs (as a reader or
publisher,’3’=Social networking websites (e.g. Facebook, LinkedIn, MySpace),’4’=Online
communities (e.g. email discussion lists, web forums),’5’=Search engines (e.g. Google,
Yahoo).  Barriers to internet use at school was coded as: ‘1’=Equipped labs are not available in
schools,’2’=Limited confidence or expertise in the use of computer technology,’3’=Poor
infrastructure (electricity, cables..), ‘4’=Blocking/filtering of internet content,’5’=Lack of
relevant resources on the internet ( in Arabic language), ‘6’=Not enough encouragement to use
at school,’7’=Qualified staff for the labs are not available to help, ‘8’=None.  The internet
importance for work was coded as: ‘1’=Very Important, ‘2’=Quite important, ‘3’=Not
important,’4’=don’t know / not sure.  Number of computers in your classroom was coded as:
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‘1’=Zero,’2’=One to Two,’3’=Three to Ten, ‘4’=Eleven or more.  Number of computers labs
in your school was coded as: ‘1’=Zero, ‘2’=One or Two, ‘3’=Three or more.  Number of
online training courses (offered by the district) that have been taken, was coded as: ‘1’=Zero,
‘2’=One to Two, ‘3’=Three or more.
Areas that would enhance teaching content was coded as: ‘1’=Computer skills,
‘2’=English Language,’3’=Typing skills, ‘4’=Courses related to the topic teach.  “If you were
offered online training, what is the subject you think will enhance your professional
development (teaching skills)?” was coded as: ‘1’=Classroom management, ‘2’=Lesson
planning, ‘3’=Organizational skills,’4’=Dealing with difficult students, ‘5’=Communication
or/ interaction with students, ‘6’=Computer programs (e.g. Word, Excel, Power Point),
‘7’=How to use the internet,’8’=Stress management.  Responses to the question “If online
courses were offered, which would further your college degree level, would you choose to
participate”, was coded as: ‘1’=yes, ‘2’=No.  Responses to the question “I use internet mainly
to…” was coded as:’1’=Find learning resources for my students, ‘2’=Teaching and
communicating with students,’3’=Enhance professional development,’4’=Interact with my
colleagues.  ‘5’=Improve administrational issues (e.g. assessment, reporting), ‘6’=Research
(e.g. educational, policy or subject),’7’=None of the above.
In regard to Part II motivation, questions were coded as M1-M13, and the total score
for each participant was calculated and entered under a new variable called “Total_M”.  The
same procedure was followed in regard to Part III perceived computer skills measure questions
were coded as C1-C23, and the sum of the scores was calculated and entered under a new
variable called “ Total_C”.  To examine the relationship between the motivation to take online
courses and the computer skills perception, a correlation test was used.  A Cronbach’s alpha
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value of more than .70 is considered acceptable (Hair, J., Black, B., Babin, B., Anderson, R., &
Tatham, R., 2006).
Survey Part IV on demographics was coded as follows.  Age was coded as: ‘1’=20 - 24,
‘2’=25 - 29, ‘3’=30 - 34, ’4’=35 - 39, ’5’=40 - 44, ‘6’=45 - 549, ’7’=50 - 54, ’8’=55 - 59,
’9’=60 or over.  Gender was coded as:  ’1’=Female, ‘2’=Male.  Marital status was coded as: 
’1’=Single, ’2’=Married, ‘3’=Divorced, ’4’=Widowed.  Number of children was coded as,
‘1’=none, ’2’=One, ’3’=Two, ’4’=Three, ’5’=Four, ‘6’=Five or more.  Annual Income was
coded as:  ‘1’=1000 - 4999 Real, ‘2’=5000 - 10999 Real, ‘3’=11000 - 15999 Real, ’4’ 16000
Real and up. Educational Level was coded as:  ‘1’=Associate, ‘2’=Bachelor, ‘3’=Master,
‘4’=Ph.D., ‘5’=Ed.D.  Years of teaching experience was coded as:  ‘1’=Less than 1 year, ‘2’=1
to 3 years, ‘3’=4 to 5 years, ‘4’=6 to10 years, ‘5’=11 to 20 years, ‘6’=more than 20 years. 
Location of school was coded as:  ‘1’=City of Riyadh, ‘2’=Village (Outside Riyadh city). 
Role in school was coded as:  ‘1’=Teacher assistant, ‘2’=Teacher.Instructional Level of
teaching was coded as:  ‘1’=Kindergarten, ‘2’=Elementary, ‘3’=Middle, ‘4’=High School.
For further analysis of the data, a second coding was made to some of the variables to
make it easy for comparison of means for motivation to take online courses.  For example, age
was coded as:  ‘1’=< 39 years old, ‘2’=> 40.  Number of children was coded as ‘1’=< 3
children, ‘2’=> 4 children.  Years of teaching experience was coded as:  ‘1’=< 5 years, ‘2’=6 -
10 years, ‘3’=> 10 years.
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Limitations
The following limitations are reported:
1. This study was limited to teachers of K-12 education.
2. This study was geographically limited to the Riydah School District in Saudi Arabia.
3. Each principal received 12-13 surveys for his/her teachers which was enough for
approximately 50 percent of the teachers in the school.
4. The participants may or may not have been randomly selected by the principals.
5. The collected data are self-reported by educators.
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Chapter Four
FINDINGS AND DISCUSSION
The researcher distributed 900 surveys to the school principals and collected 840
surveys.  The response rate (93.3%) was high.  However, the researcher excluded 40 surveys
due to incomplete responses; therefore, data for this study were based on the responses of 800
participants.
Data were analyzed using the software, Statistical Package for Social Sciences (SPSS),
version 19 (Statistical Package for Social Sciences, 2010).  Results of this study are presented
in two sections.  The first section presents the results from descriptive analysis, and the second
section presents the results from inferential analysis.  Tables and figures were used to represent
data and results throughout this chapter.
Descriptive Analysis
The descriptive analysis consists of responses to Part IV Demographic Profile survey
questions 1-11, Part I Computer Access survey questions 1-12, Part II Motivation for Taking
Online Courses survey questions 1-13, and Part III Computer Skill Perception survey questions
1-23.
Demographic Profile
Of the 800 participants, 50 percent (n=400) were males (see Table 2).  Almost 62
percent (n=678) of participants were less than 35 years old.  Of all participants, 70.4 percent
(n=563) were married, 3.3 percent (n=26) were divorced, 25.1 percent (n=201) were single;
and 1.3 percent (n=10) were widowed.  Considering the number of children, 37.5 percent
(n=300) of participants reported having no children; 8.4 percent (n=67) reported having one
child; 16.4 percent (n=131) reported having two children; 13.6 percent (n=109) reported
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having three children; 10.3 percent (n=82) reported having four children; and 13.9 percent
(n=111) reported having five children or more.
Participants were mainly teaching at public schools—65.0 percent (n=520), while the
rest were teaching at private schools.  Most participants came from schools in urban region of
Riyadh while only 10.4 percent (n=83) were teaching at schools in rural areas.  Considering the
instructional level of schools, 5.6 percent (n=45) of participants were working in kindergarten
schools, 45.1 percent (n=361) were working at elementary schools, 25.4 percent (n=203) were
working at middle schools, while 23.9 percent (n=191) were working at high schools (see
Table 2).
Considering annual income, 44.4 percent (n=355) reported that they had an income
between 1,000-4999 SR (Saudi Ryal), and only 9.9 percent (n=79) as16, 000 SR or more (see
Table 2).  The educational level of participants, is shown in Table 2 with the majority of those
participants (80.6%, n=645) holding bachelor degrees.  Less than 20 percent of participants
had a graduate degree (Master or Doctorate).
Four hundred eighty two (60.3%) participants reported ten years or less teaching
experience, while only 9.5 percent (n=76) had more than 20 years of teaching experience  (see
Table 2).  The majority (65%, n=520) of the participants were working in public schools while
35 percent (n=280) were working in private schools.  The majority (89.6%, n=717) of the
participants reported working in the city of Riyadh, while 10.4 percent reported working in
rural areas outside of Riyadh.  Most participants (84.5%, n=676) worked as teachers, while
11.8 percent (n=94) worked as teacher assistants, and 3.8 percent (n=30) worked as counselors.
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Table 2
Survey Part IV: Demographic Profile (n=800)
Item No. % Item No. %
Age
20-24
25-29
30-34
35-39
40-44
45-49
50-54
55-59
Gender
Female
Male
Marital Status
Married
Single
Divorced
Widowed
Number of Children
None 
One
Two
Three
Four
Five or more
Monthly Income
1,000-4,999 SR
5,000-10,999 SR
11,000-15,999 SR
>16,000 SR
77
151
270
180
87
24
9
2
400
400
563
201
26
10
300
67
131
109
82
111
355
212
154
79
9.60
18.40
33.80
22.50
10.90
3.00
1.10
.03
50.00
50.00
70.40
25.10
3.30
1.30
37.50
8.40
16.40
13.60
10.30
13.90
44.40
26.50
19.30
9.90
Educational Level
Associate degree
Bachelor degree
Master degree
Doctoral degree
Years of Teaching
Experience
< 1 year
1-3 years
4-5
6-10
11-20
 >20
Location of School
Urban
Rural
Type of School
Public
Private
Role at school
Teacher
Teacher assistant
Student guide
Instructional level
of School
Kindergarten
Elementary
Middle
High
73
645
42
40
143
158
93
  88
242
  76
717
83
 520
280
676
94
30
45
361
203
191
9.10
80.60
5.30
5.00
17.90
19.80
11.60
11.00
30.30
9.50
89.60
10.40
65.00
35.00
84.50
11.75
3.75
5.60
45.10
25.40
23.90
Three hundred sixty one (45.1%) participants reported working at elementary schools,
25.4 percent (n=203) at middle schools, 23.9 percent (n=191) at high schools, and only 5.6
percent (n=45) at kindergarten (see Table 2).
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As seen in Table 3, more than half of the participants (53.1%, n=425) reported using a
computer more than once a day.  Only 2.1 percent (n=7) reported that they do not use a
computer at all.  The majority (85%, n=84) of the participants reported that they used the
computer at home, while 7.8 percent (n=62) reported using the internet at schools, and only 6.8
percent (n=54) reported using the internet at internet cafés.  However, when participants were
asked what they used the internet for, the majority (65.8%, n=454) reported that they used it
for reading the news with only 7.8 percent (n=62) reported using search engines.  When
participants were asked to list perceived barriers to the use of internet for educational purposes,
51.4 percent (n=411) reported that lack of equipped computer labs at schools was the greatest
barrier to such use, followed by lack of time (16.4%, n=131), poor English language (5.9%,
n=47), and lack of encouragement at schools (5.0%, n=40).
When participants were asked to report the number of computers in classrooms at
school, the majority reported having none at their classrooms (46.9%, n=375), 38.3 percent
(n=306) reported having one to two computers, 5.5 percent (n=44) reported having three to ten
computers, only 9.4 percent (n=75) reported having eleven or more computers in their
classrooms.  As for the number of computer labs at schools, the majority reported having one
or two labs (63.6%, n=509), 20.6 percent (n=165) reported having three or more, but 15.8
percent (n=126) reported having no computer labs at their schools.
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Computer Access and Uses
Table 3
Survey Part I:  Computer Access Profile (n=800)
Item No. %
Frequency of using computer
Once a day
More than once a day
One or two times per week
More than twice per week
Once or twice a month
None
147
425
115
57
39
17
18.4
53.1
14.4
7.1
4.9
2.1
Access to internet
Home
School
Internet café
684
62
54
85.5
7.8
6.8
Online service usage
News reader / aggregator (e.g. Google reader, iTunes, podcast)
Blogs
Social networking
Online communities
Search engines
527
37
78
96
62
65.9
4.6
9.8
12
7.8
Mainly to Purpose of Internet Use at Schools
Find learning resources for my students
Teaching and communicating with students
Enhance professional development
Interact with my colleagues
Improve Administration issues
Research (e.g. educational, policy or subject)
None of the above
392
62
88
97
42
71
48
49.0
7.8
11.0
12.0
5.3
8.9
6.0
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Table 3 continued
Item No. %
Barriers to Internet use For Educational Purposes
Equipped labs are not available in schools
Limited confidence or expertise in the use of computer technology
Poor infrastructure (e.g. electricity, cables)
Blocking/filtering of internet content
Lack of relevant resources on the internet(in Arabic Language)
Poor English language skills
Lack of time
Not enough encouragement to use at school
Qualified staff for the labs are not available to help
None
411
34
39
38
26
47
131
40
13
21
51.4
4.3
4.9
4.8
3.3
5.9
16.4
5.0
1.6
2.6
Perception about the Importance of Internet Use at Work
Very important
Quite important
Not important
Don’t know/not sure
562
201
30
7
70.3
25.1
3.8
0.9
How many computers in your classroom
Zero
One to Two
Three or more
Eleven or more
375
306
44
75
46.9
38.3
5.5
9.4
How many computer labs in your school
Zero
One to Two
Three or more
126
509
165
15.8
63.6
20.6
Number of previously taken online courses
None
1-2
> 3
425
283
92
53.1
35.4
11.5
Topics that may enhance teaching content
Computer Skills
English Language
Technical Skills
Typing Skills
Course related to the topic I teach 
474
191
68
4
63
59.3
23.9
8.5
0.5
7.9
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Table 3 continued
Item No. %
Topics that May Enhance Professional Development
Classroom Management
Lesson Planning
Organizational Skills
Dealing with difficult students
Communication and/or Interaction with students
Computer programs
How to use the internet
Stress management
188
142
82
87
84
141
38
38
23.5
17.8
10.3
10.9
10.5
17.6
4.8
4.8
If online courses were offered which would further your college
degree level, would you choose to participate 
1-Yes
2-No
764
36
95.5
4.5
Note.  Number ( No.) and percent (%) may combine to equal more than 100 because
participants chose more than one response.
The majority (53.1%, n=425) of participants reported taking no online training courses;
35.4 percent (n=283) reported having one or two online training courses, and only 11.5 percent
(n=92) reported having three or more such courses (see Table 3).
When participants were asked about their perceptions regarding the importance of
using the internet at their work, the vast majority (95.4%, n=763) reported that it was either
very important or quite important), and only 3.8 percent (n=30) reported that it was not
important (see Table 3).  Participants were asked to report their perception about the topics
included in online training courses that they thought would enhance their teaching content, and
the majority reported that computer skills was the most important topic that they thought
would have an impact (59.3%, n=474).  The second most desired topic as chosen by
participants was English language (23.9%, n=191).  However, considering the topics that
might enhance the participants’ teaching skills (professional development), 23.5 percent
(n=188) reported that class management would yield such an impact, followed by lesson
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planning (17.8%, n=142), and computer programs (17.6%, n=141).  Considering the question:
“what would you mostly—use internet for, if it was available at school?” the majority of
participants reported that they would use it to find learning resources for their students (49.0%,
n=392), followed by interaction with colleagues (12.1%, n=97), and enhancing professional
development (11.0%, n=88)
Considering the participants’ willingness to participate in online training courses if they
were offered in future, the majority of them expressed their agreement (95.5%, n=764), while
only 4.5 percent (n=36) disagreed to do so.
Measures
Regarding the motivation to take online training courses, the mean of this measure
M=52.44, SD=8.66, while the mean for the perceived computer skills M=100.43, SD=31.18. 
The result regarding both measures is displayed in Table 4.  As for the internal consistency of
each measure, the results show that both measures had a good score of internal consistency as
Cronbach’s alpha for motivation was .82, and that for perceived computer skills was .97 (see
Table 4).
Table 4
Means, Standard Deviations, and Cronbach’s Alpha for Motivation and Computer Skill
Perception (n=800)
Value Cronbach’s
Measure M SD Range Min. Max. Alpha
Motivation 52.44 8.66 52 13 65 .82
Computer Skill
Perception
100.43 31.18 138 23 161 .97
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The means, standard deviations, variance, range, maximum and minimum values for
each item in the survey Part II is displayed in Table 5.
Table 5
Survey Part II: Motivation for Taking online courses (n=800)
Value
Item M SD Var. Range Max. Min.
Taking online courses can improve my
teaching performance.
4.46 1.31 1.71 4 5 1
Taking online courses can improve my
teaching effectiveness.
3.75 1.03 1.06 4 5 1
Taking online courses can make
teaching easier.
4.02 .92 .85 4 5 1
I find online courses useful to me in my
teaching career.
4.05 1.28 1.63 4 5 1
Learning to operate the online learning
technology is/was easy for me.
3.86 1.00 1.00 4 5 1
Taking online courses allows me to
arrange work for class more effectively.
4.45 1.25 1.57 4 5 1
The advantage of taking online courses
outweighs any disadvantages.
3.71 1.13 1.27 4 5 1
Taking online courses allows me to
spend more time on non- work related
activities.
4.17 1.44 2.08 4 5 1
Taking online courses allows me to take
a class I would otherwise have to miss.
4.26 1.38 1.91 4 5 1
There are no serious disadvantages to
taking online courses.
4.31 1.35 1.83 4 5 1
Online instructors frequently offer
opinions to students.
3.94 .92 .84 4 5 1
Students often state their opinions to
online instructors.
3.80 1.04 1.07 4 5 1
There is little interaction among
students taking the same online course.
3.66 1.10 1.21 4 5 1
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As shown in Table 6, the majority of participants (85%, n=680) strongly agreed that
taking online courses could improve their teaching performance, and 65.1 percent (n=520)
agreed and strongly agreed that such courses might improve their teaching effectiveness.  The
majority of the study population (85.3%, n=682) agreed and strongly agreed that taking online
courses would be/was easy for them.  The majority also believed that taking online courses 
would allow them to spend more time on non- work related activities(74.6%, n=597).  Despite
the large proportion of agreement on the advantages of online courses, 78.5 percent (n=682) of
participants agreed or strongly agreed that they believed there is little interaction among
students taking the same online course.
Table 6
 Survey Part II: Responses of Motivation for Taking Online Courses (n=800)
Percent
Item SD D N A SA
Taking online courses can improve my teaching
performance.
9.3 5.8 0.0 0.0 85.0
Taking online courses can improve my teaching
effectiveness.
4.3 6.3 24.5 40.3 24.8
Taking online courses can make teaching easier. 3.6 6.5 0.0 63.9 26.0
I find online courses useful to me in my teaching
career.
4.0 10.4 23.8 0.0 61.9
Learning to operate the online learning technology
is/was easy for me.
4.6 10.1 0.0 64.8 20.5
Taking online courses allows me to arrange work
for class more effectively.
5.5 11.0 0.0 0.0 83.5
The advantage of taking online courses outweighs
any disadvantages.
6.3 15.0 0.0 59.3 19.5
Taking online courses allows me to take a class I
would otherwise have to miss.
5.9 16.8 0.0 0.0 77.4
There are no serious disadvantages to taking online
courses.
5.6 15.6 0.0 0.0 78.8
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Table 6 continued
Percent
Item SD D N A SA
Online instructors frequently offer opinions to
students.
3.4 8.4 0.0 67.5 20.8
Students often state their opinions to online
instructors.
3.9 14.1 0.0 62.1 19.9
There is little interaction among students taking the
same online course.
6.3 16.3 0.0 63.4 15.1
Note.  SD=strongly disagree; D=disagree; N=neutral; A=agree; SA=strongly agree
Results pertaining to perceived computer skills are shown in Table 7.  There were six
areas that assessed computer skills: word processing, spreadsheet, database creation and
functioning, presentation (Powerpoint), graphic use/ interface management, and
telecommunications.  The results show that overall, participants had an average skill in all
areas of computer skills measure.  The large value of standard deviation for each competency
reflects the differences in the skills among participants.  The mean of each competency was not
very large, reflecting the level of participants in this study.
Table 7 
Survey Part III: Computer Skill Perception (n=800)
Value
Variable Mean SD Variance Range Min Max
Word Processing 23.30 7.16 51.24 30 5 35
Spreadsheet 17.13 6.78 45.92 24 4 28
Database 7.45 3.57 12.75 12 2 14
Presentation 8.15 3.48 12.14 12 2 14
Graphics 26.35 9.85 97.04 36 6 42
Telecommunication 18.05 6.27 39.27 24 4 28
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Discussion of Descriptive Analysis
The mean of motivation for taking online courses among the Saudi educators in this
study was high (M=52.44, SD=8.66) indicating that these educators have the desire to
participate in such courses.  When they were asked to express their opinions about online
training courses, the majority (85.0%) of them strongly agreed that such courses could improve
their teaching performance, and that the advantages of taking such courses could outweigh the
disadvantages of doing so (79.0%).  Due to the rapid development of technology in Saudi
Arabia, teachers are aware of the importance of participating in such courses to get more
training to enhance their teaching performance and to make the students’ achievement better. 
As research has stated, educational technology has positive effects on achievement in general
(Schacter, 2001; Sivin-Kachala, 1998; Wenglinski, 1998).  It is evident that those educators
were aware of the benefits of online training.  Research studies revealed that five out of six
online students were found to be employed and would not be able to attend traditional classes
(Thomas, 2001).  The rapid pace of technological change made it necessary for adults to
continuously upgrade their knowledge and skills to stay competitive in the job market (Devi,
2002).
Almost 86 percent of study participants reported that they found online courses useful
to their teaching career.  It was reported by several studies that the perceived usefulness and
the perceived ease of online learning had positive influences on online learners’ intent to take
or continue taking online courses (Davis, et al., 1989; Lee, 2006; Saade & Bahli, 2005). 
Almost 77 percent of the participants agreed that one of the benefits of online training was that
it allowed them to take courses they would otherwise have to miss.  The daily responsibilities
of educators and the career burden often affect the decision of an educator to involve in extra
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training whether it was online or face-to-face training.  It was stated by previous studies that
time and place flexibility were the most influential factors for online learners to select online
programs (Alsaleh, 2007; Abdal-Haqq, 1996 ; Hamzaee, 2005).
The interaction between the learner and the instructor is very important; it is one of the
key determinants of the learners’ satisfaction and also an indication of the success of the online
programs (Arbaugh, 2000; Bolliger & Martindale, 2004).  The results of this study showed that
the majority of participants (78%) reported that they agreed that the interaction between online
instructors and students was achieved through exchanging opinions among students and
instructors.  However, the majority (78.5%) of study participants agreed that the interaction
among students taking the same online courses was little.  This result suggests a fear of being
isolated while taking online courses, and may be one of the disadvantages of online learning
that may affect the learner’s motivation to take online courses.  While face-to-face learners
may have basic commonalities such as geographic proximity and connection to a local culture,
online learners have no such ties and, thus, are less likely to share similar experiences.  In
addition, while face-to-face learners have sequenced turns of talk, online learners are
commonly characterized by a lack of responsiveness (Wise, et al., 2009).  In a study by Marks,
Sibley, and Arbaugh (2005), the researchers reported that the instructor-student interaction is
most important, and twice as important as that of student-student interaction.  “Student-content
interaction is significantly related to perceive learning” (p. 531).  Generally speaking,
interaction is crucial to online training since it affects motivation.  Some e-learners start their
online learning experience with high motivation level and as their online course progresses,
without traditional face-to-face interaction, their motivation level tends to fade and some of
them eventually dropout of the course (Curless, 2004).
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Despite all the perceived benefits of taking online training courses by the majority of
study participants, almost 53 percent of them reported that they had never taken online training
courses.  This report suggests that such courses were not offered as much as these educators
desired, or were not available to them because of the location of their schools or type of
instruction they practiced.  According to the Arab Human Development Report 2000 (United
Nations Development Program, 2002), there are no real opportunities for using ICT
(Information & Communication Technology) to train adults in the workplace.  The language
barrier is also a deterrent for the great majority of Arabs since learning and training via the
internet require some knowledge of English.  “Internet” in the Arab World, including Saudi
Arabia, “has not yet been used to transcend the official media and serve all social classes” (p.
79).  Training and professional development contribute significantly to the success of
technology implementation.  Asiri, et al. (2012) reported that faculty members who attend in
service training and workshops are more likely to use and apply what they have learned than
those who do not attend.  Al-Kahtani (2006) found “that Saudi female faculty members needed
more in service training to utilize the internet efficiently” (p. 130).  As stated by Alaugab
(2007), at Saudi universities the number of female instructors is lower than that of male
instructors at all academic levels.
The majority (59.3%) of study participants believed that the preferred topics that might
enhance teaching content such as computer skills, followed by English language (23.9%). 
must be included in online training courses.  It is evident that these participants lack good
computer training, which influences the use of computers in classrooms and improves the
ability of educators to seek further online training to enhance career development.  In a study
by Yildirim (2000), the researcher “examined the changes in preservice and inservice teachers’
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attitudes toward computers following their participation in an educational computing class and
explored the factors that contributed to their computer use.”  It was stated that “teachers’
attitudes (anxiety, confidence, and liking) significantly improved after the computer literacy
course.” This study indicated that teachers’ prior computer ownership and “a professor’s
willingness to teach and the current use of technology” at their schools also influenced their
attitudes towards the use of computers (p. 479).
It would seem obvious that participants in this study were aware of the importance of
technological advancement and its impact on teaching process, but their reflected concerns
were not just about their computer training, but also about the sufficiency of their English
language skills that would help them explore new educational resources through the internet. 
In Saudi Arabia, teaching English as a foreign language is a challenging task and has attracted
the attention of many researchers, especially as it relates to the classroom situation (Alsaleh,
2007; Alwadie, 2011; United Nations Development Program, 2002).  Saudi school children
start learning English at relatively at a late stage, the seventh grade.  Those children do not use
English as a medium of instruction except in certain higher education courses.  The
infrastructure of schools—school buildings, classrooms, and labs—may not be adequate to the
task (Khan, 2011).
Study participants reported that courses related to classroom management (23.5%),
lesson planning (17.8%), and computer programs (17.6%) could enhance professional
development.  This result reflects the perceived need of these educators to take courses that
would help them manage their classes more efficiently to enhance educational achievement. 
The research shows that “teachers, as adult learners need both set-aside time for learning (e.g.
workshops and courses) and time to experience and digest new ideas and ways of working”
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(Cambone, 1995).  In general, almost 96 percent of the participants in this study showed great
willingness to engage in online training if they were offered such a chance, which might raise
questions about the availability of such courses and the level of encouragement which should
be displayed by administrators at both the government and the schools to enhance the
motivation of those educators to achieve a continued and persistent quality of training.  Online
training in different educational topics should be wisely assessed and planned for before
introducing it to different educators.  In fact, the attitudes and beliefs of the administrators are
critical to the success of online programs because they are going to be supervising the
programs.  Assessing the stakeholders’ attitudes towards online instruction should be the first
priority before efforts are made to implement online programs (Nasser & Abouchedid, 2000). 
Upon the implementation of the online programs, the administration should focus on frequent
evaluation and improvement of the quality (Fisher & Barid, 2005; Maor & Volet, 2007).  It is
not easy for online learning service providers, institutions of higher education, and
organizations to establish a successful online learning program.  Some of the challenges
include costs for developing online learning programs, maintaining, and improving online
learning systems.  The cost of initiating an online education is high; however, the operational
cost becomes less than a traditional education due to economics of scale (Appana, 2008).
When the computer skills of participants in this study were assessed, the mean score on
the computer skill measure was 100.43 with a relatively large standard deviation 
(SD=31.18), indicating a considerable variation among participants in regard to their computer
skill level.  Although more than half of the participants reported that they used the computer
more than once a day, such usage was not related to educational purposes.  Only 2.1 percent
reported that they do not use the computer at all.  Almost 57 percent of the respondents
64
reported that they mainly used the computer to read the newspaper, and 7.8 percent reported
that they used computers for research-related purposes.  It was not clear that this research
mainly concentrated on academic-related issues.  This outcome can be understood if it is
remembered that among participants, the majority (86%) reported that they used the internet at
their own homes, and that only 7 percent of them accessed it at school.  The means of scores
on the assessed six areas of computer skills (word processing, spreadsheet, database, graphics,
presentations, and telecommunication) displayed in Table 7 were not large, and by looking at
the standard deviations for each score, it is notable that there was a considerable variation
among the participants of this study in regard to their computer skills.  Again, this result
reflects the need to provide training in technology to all educators, before and during the
preparation for a teaching career, and more important, as continuous professional development. 
Curbelo-Ruiz (2003) found that the majority of instructors who considered themselves
competent users of web-based technology frequently employed it in their teaching.  Almost 78
percent of participants in this study were found to be familiar with teaching tools in web-based
technology.  Shih (2006) found that the intention of an instructor to use technology is
significantly influenced by computer self-efficacy.
The majority (70%) of participants agreed that using the computer was very important
for the teaching process.  However, 51.4 percent of the participants indicated the most
perceived barrier to using internet for educational purposes was the lack of equipped computer
labs at their schools, followed by lack of time (16.4%), poor English language (6%), and lack
of encouragement at schools (5%).  There statistics reflect the poor quality of educational
technology at those schools, as well as lack of training for teachers, themselves.  In addition, it
was reported by almost 47 percent of the educators that their classrooms had no computers at
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all and almost 38 percent that their classrooms had only one or two computers.  Only 9.4
percent of the educators reported having eleven or more computers at their classes, showing
again that classrooms are not fully equipped with the appropriate technology that might help
the advancement of teaching and learning processes for both teacher and student.  Sait, al-
Tawil, Ali and  Khan (2002) conducted a study among Saudi teachers who were asked to report
how using the internet at their classrooms affected teaching process; 22 percent of the
participants reported that the internet had helped very much; and 37.6 percent said that internet
had impacted positively, but to a limited extent.  The majority of teachers in this study agreed
that the internet did offer new and better methods of teaching.  Study results agreed with
Brinkerhoff (2006) where class barriers to integration of technology in classrooms were
divided into four categories: (1) resources, such as insufficient number of computers and
internet access; (2) institutional and administrative support, such as lack of preparation time to
plan technology infused lessons, and lack of encouragement and support for teachers to be
involved in such planning; (3) insufficient training programs focusing on technology
integration into classrooms; and (4) attitudinal and personality factors such as perceived
computer skills 
Inferential Analysis
Three research questions were analyzed using t-tests, ANOVAs, followed by Tukey
and product moment correlation.  Research question 1 was addressed by performing a
correlation test while research questions 2 and 3 were addressed by t-tests and ANOVAs.
Research Question 1
Is there a correlation between computer skill perception and motivation to take online
courses? The product moment correlation test was utilized to examine the relationship between
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Figure 2.  Correlation between motivation to take online courses and computer skill
perception.
the motivation to take online courses and the computer skill perception of participants.  The
correlation was weak but statistically significant, r=.20, p < .01 meaning that as the rate of
computer skill perception increases, the rate of motivation to take online classes increases as
well.  The value of r2=.04 indicates that computer skill perception accounts for 4 percent of the
variance in motivation to take online courses.  The correlation between motivation and
computer skill perception is displayed in Table 8 and Figure 2.
Table 8
Correlation between Motivation and Perceived Computer Skills (n=800)
Measure Variable N M R-value r2
Motivation 800 52.44 20** .04
Computer Skills 800 100.43
** p=<.01
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Discussion of Research Question 1.  Considering the factors that might affect
motivation to take online courses among the population of this study, the results showed that
motivation to take online courses had a statistically significant correlation with the computer
skills level of the educators.  Those results are consistent with the results of previous studies. 
For example, Becker,  et al. (1999) stated that, “if teachers are to successfully use computers
for their own professional needs and to oversee how students themselves use computers to
fulfill classroom assignments, teachers will need to have certain levels of expertise in basic
computer operations” (p. 33).  They also noted that “teachers who have stronger computer
skills tended to utilize computers in the classroom with students more frequently and in more
ways” (p. 36).
In another study, Dedman and Palmer (2011) found that among 208 field instructors
from four different universities, “computer/internet skills were weakly correlated with
willingness to participate in online training.  They reported that respondents who perceived
themselves as familiar with computers were somewhat more likely to be willing to participate
in online training” (p. 156).
Research Question 2
Is there a difference in the motivation level to participate in online courses based on
age, gender, marital status, number of children, monthly income, educational level, years of
teaching experience, location of school, type of school, role in school instructional level?  In
this study, motivation to take online courses was the dependent variable.  Independent samples
t-tests and one-way ANOVA tests were used to examine if there was any difference in means
of motivation to take online classes among participants in regard to specified variables.
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Results from t-tests.  An independent samples t-test showed that there was no
statistically significant difference in the means of motivation among participants in regard to
gender, t (798)=-1.84, p >.05, d=.14 (see Table 9).  The mean of motivation for male educators
(M=53.0, SD=8.87) was larger than that of female educators (M=51.88, SD=8.42), yet not
statistically significant.
The nine age categories were collapsed into two categories for analysis.  An
independent samples t-test showed that there was no statistically significant difference in mean
of motivation in regard to the two age groups ( < 39 years old, and > 40 years old), t (798)=-
.004, p > .05, d=0 (see Table 9).  The mean of motivation for both groups of age were equal
(M=52.44, SD1=8.53, SD2=9.40).
Considering the number of children, an independent samples t-test showed that there
was a statistically significant difference in the mean of motivation among the two groups of
this variable ( < 3,and > 4), t (798)=2.21, p < .05, d=0.2 (see Table 9).  Educators who had
three children or less had a higher mean of motivation (M=52.82, SD=8.24) than educators
who had four or more children.  This result indicated that the fewer children an educator had,
the more motivation he or she would have to participate in online courses.
An independent samples t-test showed that there was no statistically significant
difference in mean of motivation in regard to type of school (public or private), t (798)=1.08, 
p > .05, d=1.08 (see Table 9 ).  The mean for motivation for educators from public schools was
(M=52.68, SD=9.00) and the mean for motivation from private schools was (M=51.99,
SD=7.99).  Another independent samples t-test showed that there was no statistically
significant difference in means of motivation in regard to location of school (rural or urban), t
(798)=-.72, p > .05, d=.09 (see Table 9).  The mean of motivation for educators in urban
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schools (M=52.37, SD=8.88), and those in rural schools (M=53.08, SD=6.54).  Results of the
independent-t-tests are summarized in Table 9.
Table 9
Independent Samples t-Test for Specific Variables with Motivation (n=800)
Variable N M SD t-value df Cohen’s
d
Gender
F
M
400
400
51.88
53.00
8.42
8.87
-1.840 798 0.00
Age
<39
>40
678
122
52.44
52.44
8.53
9.40
-.004 798 0.13
Number of Children
<3
>4
607
193
52.82
51.24
8.24
9.79
2.21* 798 0.20
Type of School
Public
Private
520
280
52.68
51.99
9.00
7.99
1.080 798 0.08
Location of School
Urban
Rural
717
83
52.37
53.08
8.88
6.54
-.720 798 0.09
* p<.05
Results from the Analysis of Variance.  There was no statistically significant
difference in motivation among different groups of income, F (3,796)=1.48, p > .05, r2=.001 as
displayed in Table 10.  Those who had a monthly income of 1,000 - 4,999 SR had a mean of
motivation (M=52.52, SD=8.32; those with a monthly income of 5,000 - 10,999 SR (M=52.02,
SD=8.87); those with a monthly income of 11,000 - 15,999 SR (M=53.50, SD=8.11); and those
with a monthly income of 16,000 SR or more (M=51.19, SD=10.41).  This result indicated that
monthly income did not affect motivation to take online courses.
A one-way ANOVA test was run to investigate the effect of marital status on
motivation and showed that there was no statistically significant difference in the mean of
motivation among different groups in regard to this variable, F (3,796)=1.63, p > .05, r2=.002
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(see Table 10).  Those who were married had a mean of motivation (M=54.24, SD=6.04, Single
educators (M=52.69, SD=9.80), divorced (M=54.00, SD=6.00), and widowed (M=52.69,
SD=8.70).  This test indicated that marital status did not affect motivation to take online
courses.
A one-way ANOVA test was run to investigate the effect of years of  teaching
experience on motivation and showed that there was no statistically significant difference in
the mean of motivation among different groups in regard to this variable, F (5,794)=1.64, 
p > .05, r2=.01 (see Table 10).  Those who had less than one year of teaching experience had a
mean of motivation (M=53.37, SD=8.37, educators with 1-3 years (M=53.66, SD=8.23),
educators with 4-5 years (M=51.34, SD=10.23), educators with 6-10 years (M=52.57,
SD=7.37), educators with 11-20 years (M=51.76, SD=8.81), and educators with more than 20
years (M=51.64, SD=9.03).  This test indicated that educational experience did not affect
motivation to take online courses.
A one-way ANOVA test was utilized to investigate the effect of educational level and
showed that there was no statistically significant difference in the mean of motivation among
different groups in regard to this variable, F (3,796)=.21, p > .05, r2=0.0 (see Table 10).  Those
who had an associate degree had a mean (M=53.00, SD=9.78), educators with a bachelors
degree, (M=52.40, SD=8.53), educators with a masters degree (M=51.74, SD=11.32), and
educators with a PhD degree (M=52.73, SD=4.88).
A one-way ANOVA test was utilized to investigate the effect of role of educator at
school and showed that there was no statistically significant difference in the mean of
motivation among different groups in regard to this variable, F (2,797)=.2.50, p > .05, r2=0.05
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(see Table 10).  Those who were teachers had a mean (M=52.00, SD=8.64), teacher assistants
(M=50.76, SD=9.03), and student guides (M=54.17, SD=7.34).
Table 10
One-Way ANOVA for Specific Variables with Motivation (n=800)
Variable df F-value r2
Income (3,796) 1.48 .001
1,000-4,999 SR
5,000-10,999 SR
11,000-15,000 SR
>16,000 SR
Marital Status (3,798) 1.63 .002
Married
Single
Divorced
Widowed
Teaching Experience (5,794) 1.64 .010
<1 year
1-3 years
4-5 years
6-10 years
11-20 years
>20 years
Educational Level (3,796) .21 0.00
Associate
Bachelor
Master
PhD
Role in School (2,797) 2.50 .05
Teacher
Teacher assistant
Student guide
A one-way ANOVA was also utilized to examine the effect of instructional level of
school affected the participants’ motivation to take online courses.  This test, as displayed in
Table 11, shows a statistically significant difference in means of motivation regarding the
different instructional groups (kindergarten, elementary, middle, and high school), 
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F (3, 796)=4.94, p <.001, R2=.02 which indicated that r percent of variance in motivation is
accounted for by the type of school instruction.  The means of motivation for kindergarten 
(M=50.72, SD=10.09), for elementary school (M=53.48, SD=9.10, for middle school 
(M=50.77, SD=8.05), and for high school (M=52.44, SD=8.66) are displayed in Table 12.
Table 11
ANOVA for Relationship between School’s Instructional Level and Motivation (n=800)
Source df SS MS F r2
Instructional level 1094.82 364.94 4.94***  .02
Within Groups 796 58866.30 73.95
Total 799 59961.12
***p < .001
Table 12
Means, Standard Deviations, and Differences in Means of Motivation among Different
Schools’ Instructional Levels (n=800)
Instructional Level of School N M SD
Kindergarten (K) 45 50.72 10.09
Elementary (E) 361 53.48 9.16
Middle (M) 203 50.77 8.05
High (H) 191 52.44 8.66
* p < .05
Tukey’s HSD test showed that educators in elementary schools scored significantly
higher on motivation than did educators in middle schools (p < .05).  However, there was no
statistically significant difference between educators in elementary schools and educators in
kindergarten, or high schools.  There was no statistically significant difference among
educators at high schools and those at any other schools (see Table 13).
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Table 13
Differences in Means of Motivation among Different Schools’ Instructional Levels (n=800)
Comparison between School’s Instructional Level Mean Difference
Kindergarten-Elementary -2.750
Kindergarten-Middle -.040
Kindergarten-High -1.910
Elementary-Middle 2.71*
Elementary-High 0.840
Middle-High -1.87  
*p < .05
Discussion of Research Question 2.  This study showed that age was not statistically
significant in relation with motivation to take online courses.  Alwadie (2011) found that
among 508 healthcare employees at King Fahad Medical City, “there was a statistically
negative correlation between the instructors’ age and their attitude towards online education”
(p. 61).  Despite the difference between the setting and the participants of the current study and
the study of Alwadie, both addressed the same issue—online education and online
training—and both populations belonged to the same community in Saudi Arabia.  Another
study in Turkey found that Turkish science teachers whose age ranged between 20-35 years old
had a more positive attitude—significantly different from the teachers in other age groups: 36-
49, and 50 or older (Cavas, Cavas, Karaoglan, & Kisla, 2009).
Dabaj (2009), examined the motivation to take online courses among Turkish female
and male students at the Sakarya University and found “that the older the students are, the
more is their preference towards attending face-to-face classes” (p. 120).  However, in Dabaj’s
study (2009), “female students had a better perception of the online education as opposed to
male students” (p. 120).  That result is not consistent with the results of this study.  Results
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showed that gender did not affect motivation.  The mean of motivation to take online courses
for female and male educators was not statistically different, despite male educators having a
slightly larger mean of motivation than female educators.  This result is consistent with the
results from the Alwadie (2011) study that was also conducted in Saudi Arabia, in which he
stated gender did not affect motivation for online education.  In a related study, but with
university instructors at Saudi Arabian Universities, it was reported that 71.4 percent of male
faculty were willing to participate in Web Based Instruction (WBI) compared to only 28.6
percent of female faculty (Al-Balawi, 2007).
This study showed that there was no statistically significant difference in the mean of
motivation among different levels of educator incomes.  One explanation for this result could
be that the participants in this study assumed that the suggested online courses will be offered
for free by the ministry of education, so that personal income was not expected to make a
difference in the motivation, despite income being significantly related to perceived computer
skill assessment, which in turn was significantly related to motivation.
The number of children was statistically significant in relation with motivation to take
online courses.  Those educators who had three or fewer children showed a larger mean of
motivation than those who had four or more children.  This study result may be explained by
having more children requires more time and effort; therefore, these educators would not have
extra time to spend on online learning.
This study showed that there was a statistically significant difference in the means of
motivation in relation to different instructional levels (kindergarten, elementary, middle, and
high school).  Educators in elementary schools scored significantly higher on motivation than
did educators in middle schools, but not significantly higher than educators in other levels. 
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However, there was no significant difference among the other levels.  Those results may be
due to the perceived importance of elementary education among educators since they would
deal with young children who need education—not just in the academic field.  The elementary
level not only represents the basic academic stage for a student but also basic socialization
related to behavior control and management.  In another part of this study, educators expressed
their desire to take online training mainly in subjects related to classroom management and
lesson planning; both subjects are important to elementary instruction.
Research Question 3
Do the following variables affect computer skill perception: age, gender marital status,
number of children, monthly income, educational level years of teaching experience, location
of school, type of school, role at school, and instructional level of school? To investigate
whether these variables affect computer skill perception, several independent samples t-tests
and one way ANOVAs were conducted.
Results from t-tests: The results of independent samples t-test showed that in regard to
gender, there was no statistically significant difference in the mean of computer skill
perception, t (798)=-.39 , p >.05, d=.03 (see Table 14).  The female educators mean of
computer skill perception was M=100.00, SD=29.81 and the male educators’ mean was
M=100.86, SD=32.53.
The results of independent samples t-test showed that in regard to age, there was a
statistically significant difference between those who were 39 years old or less and those who
were 40 years old or more, t (798)=4.23, p < .001, d=.42.  (see Table 14 ) The mean of
computer skill perception for the first group is (M=102.39, SD=31.04), and that for the second
group is (M=89.56, SD=29.83) (see Table 14).
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The results of independent samples t-test showed that there was a statistically
significant difference between educators in public schools and those in private schools t
(798)=-4.12, p < 001, d=4.1 (see Table 14).  The mean of computer skill perception for the
public schools was M=97.14, SD=31.9 and for the private schools was M=106.55, SD=28.87.
The results of independent samples t-tests showed that there was a statistically
significant difference between educators in urban schools and those in rural schools t
(798)=3.24, p < 001., d=3.26.  The mean of computer skill perception for the educators in
urban schools was M=101.64, SD=30.59 and for educators in rural schools was (M=89.99,
SD=34.38 (see Table 14).
The results of independent samples t-tests showed that there was a statistically
significant difference between educators who has 3 or fewer children and those who had 4 or
more children, t (798)=5.82, p < 001., d=5.81 (see Table 14) .  The mean of computer skill
perception for those with three or fewer children was first M=103.98, SD=30.00 and for those
with four or more children was M=89.27, SD=32.26.
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Table 14
Independent t-tests for Specific Variables with Perceived Computer Skills (n=800)
N M SD t-value df Cohen’s
d
Gender
F
M
400
400
100.00
100.86
29.11
32.53
-0.39000 798 .03
Age
<39
>40
678
122
102.39
89.56
31.04
29.83
4.23*** 798 .42
Number of Children
<3
>4
607
193
103.98
89.27
30.00
32.26
5.82*** 798 1.10
Type of School
Public
Private
520
280
97.14
106.55
31.90
28.87
-4.12*** 798 .31
Location of School
Urban
Rural
717
83
101.64
89.99
30.59
34.38
3.24*** 798 .36
** p< .01, ***p<.001
Results from Analysis of Variance.  The results of one way ANOVA test showed that
there was a statistically significant difference among participants in regard to marital status, F
(3, 796)=9.47, p <.001, r2=.03.  This test indicated that 3 percent of variance in computer skills
perception was accounted for by marital status (see Table 15).
Table 15
ANOVA for Relationship between Marital Status and Computer Skills Perception (n=800)
Source df SS MS F-value r2
Marital Status 3 26772.47 8924.16 9.47*** .03
Within Groups 796 750101.90 942.34
Total 799 776874.40
*** p < .001
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Means and standard deviations for all marital status groups are displayed in Table 16
with the results of Tukey’s HSD test displayed in Table 17.
Table 16
Means and Standard Deviations of Marital Status Groups(n=800)
Groups N M SD
Single 201 110.27 27.48
Married 563 97.00 31.69
Divorced 26 101.69 33.56
Widowed 10 92.40 26.82
As noticed in Table 16, single educators had the largest mean of perceived computer
skills among the marital groups; however, Tukey’s HSD test showed that there was only a
statistically significant difference between single educators and married educators.
Table 17
Tukey’s HSD Results: Differences in Means of Computer skills Perception among Different
Marital Status Groups (n=800)
Comparison between Marital Status Groups Mean Difference
Single-Married 13.27***
Single-Divorced 8.58***
Single-Widowed 17.87***
Married-Divorced -4.69***
Married-Widowed 4.60***
Divorced-Widowed 9.29***
***p<.001
The results of one way ANOVA test showed that there was a statistically significant
difference among participants in regard to income, F (3, 796)=15.44, p <.001, r2=.06.  This test
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indicated that 6 percent of variance in computer skill perception is accounted for by income
(see Table 18).
Table 18
ANOVA for Relationship between Income and Computer Skills Perception (n=800)
Source df SS MS F-value r2
Type of Instruction 3 42730.27 14243.42 15.44*** .06
Within Groups 796 734144.10 922.29
Total 799 776874.36
*** p < .001
Means and standard deviations for each group are shown in Table 19.  Tukey’s HSD
test showed that educators with a monthly income of 1,000-4,999 SR scored significantly
higher on computer skill perception than those educators with income of 11,000-15,999 SR,
and those with a monthly income of 16,000 SR or more (p <.05), but this group had no
statistically significant difference from those educators with a monthly income of 5,000-10,999
SR.  There was also a statistically significant difference between educators with a monthly
income of 5,000-10,999 SR and those educators with a monthly income of 11,000-15,999 SR,
and those with a monthly income of 16,000 SR or more (p <.05) (see Table 20).
Table 19
Means and Standard Deviations for Income Groups (n=800)
Income Groups N M SD
1,000-4,999 SR 355  106.51 28.91
5,000-10,999 SR 212  102.21 30.61
11,000-15,999 SR 154  91.31 32.69
>16,000 SR 79  86.14 31.48
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Table 20
Tukey’s HSD Results: Differences in Means of Computer Skill Perception among Different 
Income Groups (n=800)
Comparison between Income Groups Mean Difference
1-2 (1,000-4,999 SR) – (5,000-10,999 SR) 4.30*
1-3 (1,000-4,999 SR) – (11,000-15,999 SR) 15.20*
1-4 (1,000-4,999 SR) – ( > 16,000 SR) 20.37*
2-3  (5,000-10,999 SR) – (11,000-15,999 SR) 10.90*
2-4  (5,000-10,999 SR) – ( > 16,000 SR) 16.07*
3-4  (11,000-15,999 SR) – ( > 16,000 SR) 5.17*
* p < .05
There was a statistically significant difference in means of computer skill perception
among participants in regard to different groups of educational level, F (3,796)=6.66, p < .001,
r2=.02 as shown in Table 21.  This test indicated that 2 percent of the variance in computer
skill perception is accounted for by educational level.
Table 21
ANOVA for Relationship between Educational Level and Computer Skill Perception (n=800)
Source df SS MS F-value r2
Educational Level 3 19019.26 6339.75 6.66*** .02
Within Groups 796 757855.10 952.08
Total 799 776874.36
 *** p < .001
Tukey’s HSD test showed that there was a statistically significant difference in the
means of computer skill between those who hold a doctorate degree and educators who hold
associate, bachelor or master degrees.  However, there was no statistically significant
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difference among educators with associate, bachelor or master degrees at any level (see 
Table 22).
Table 22
Means and Standard Deviations for Educational Level Groups (n=800)
Educational Level Groups N M SD
Associate 73 91.60 40.34
Bachelor 645 100.29 30.32
Master 42 100.67 31.91
Doctorate 40 118.68 14.54
Note.  Doctorate means Doctor of Philosophy  Ph.D.  or Doctor of Education Ed.D.
Table 23
Differences in Means of Computer Skill Perception Among Different Educational Levels
(n=800)
Comparison between Educational Level Groups Mean Difference
Doctorate – Associate 27.07*
Doctorate – Bachelor 18.39*
Doctorate – Master 18.01*
Master – Bachelor     .38
Master – Associate   9.06
Bachelor – Associate   8.68
* p<.05
One-way ANOVA test showed that there was a statistically significant difference in
means of computer skill perception among participants in regard to different groups of years of
teaching experience,  F (5,794)=6.17, p < .001, r2=.04 (see Table 24).  This test indicated that 4
percent of the variance in computer skills perception is accounted for by years of teaching
experience.
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Table 24
ANOVA for Relationship between Years Teaching Experience and Computer Skill Perception
(n=800)
Source df SS MS F-value r2
Type of Instruction 5 29042.37 5808.47 6.17*** .04
Within Groups 794 747831.99 941.854
Total 799 776874.36
*** p < .001
Table 25
Means and Standard Deviations for Years of Teaching Experience Groups (n=800)
Years of Teaching Experience Groups N M SD
< 1 year 143 108.2 29.75
-3 years 158 101.15 30.04
-5 years 93 98.01 28.56
-10 years 88 101.95 34.25
1-20 years 242 100.79 31.00
20 years 76 84.39 30.93
Tukey’s HSD test showed that there was no statistically significant difference among
educators of different teaching year groups except those who had taught for more than 20 years
indicating that their computer skill level was poor in comparison with those who had less
teaching years than 20 years (see Table 26).
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Table 26
Tukey’s HSD Results:  Differences in Means of Computer Skill Perception among Different
Years of Teaching Experience Groups (n=800)
Comparison between Years of Teaching
Experiences Groups
Mean Difference
1-2 (< 1 year) – (1-3 years) 7.080
1-3 (< 1 year) – (4-5 years) 10.190
1-4 (< 1 year) – (6-10 years) 6.250
1-5 (< 1 year) – (11-20 years) 7.410
1-6 (< 1 year) – (>20 years) 23.81*
2-3 (1-3 years) – (4-5 years) 3.130
2-4 (1-3 years) – (6-10 years) -.810
2-5 (1-3 years) – (11-20 years) .360
2-6 (1-3 years) – ( >20 years) 16.75*
3-4 (4-5 years) – (6-10 years) -3.940
3-5 (4-5 years) – (11-20 years) -2.780
3-6 (4-5 years) – (>20 years) 13.62*
4-5 (6-10 years) – (11-20 years) 1.170
4-6 (6-10 years) – (>20 years) 17.56*
5-6 (11-20 years) – (>20 years) 16.39*
*p<.05
A one-way ANOVA test showed that there was no statistically significant difference in
means of computer skill perception among participants in regard to their role at school
(teacher, teacher assistant, or student guide) F (2,797)=1.45, p >.05, r2=.004.  Means of
perceived computer skills for educators who were teachers was M=99.  84, SD=31.07, for
those who were teacher assistants was M=101.85, SD=32.23, and for those who were students’
guides was M=109.37, SD=29.88 (see Table 27).  A one-way ANOVA test also showed that
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there was no statistically significant difference in means of computer skill perception among
participants in regard to the instructional level of school (kindergarten, elementary, middle, or
high school), F (3,796)=2.60, p >.05, r2=.009.  The mean of perceived computer skills for
educators in kindergarten schools was M=89.  44, SD=33.93; the mean in elementary schools
was M=99.57, SD=30.63; the mean in middle schools was M=103.12, SD=31.10; and the
mean in high schools was M=101.81, 31.18 (see Table 27).
Table 27
One-Way ANOVA for Specific Variables with Perceived Computer Skills(n=800)
Variable df F-value r2
Instructional level (3,796) 2.60 .009
Kindergarten
Elementary
Middle
High
Role in School (2,797) 1.45 .004
Teacher
Teacher assistant
Teacher assistant
Student guide
Discussion of Research Question 3.  The test results showed that there was no
statistically significant difference in the means of scores of computer skills between male and
female educators.  Previous studies that investigated the technology integration among male
and female educators gave more controversial results.  Shashaani in1997 showed that females
were less interested in computers and less confident than males, while Hong & Koh in 2002 
showed that overall computer anxiety levels of male teachers were not significantly different
from that of female teachers (as cited in Almekhlafi & Almeqdadi, 2010).
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In contrast to the motivation measure, age of educator, type of school, as well as
location of school had a statistically significant impact on perceived computer skill in this
study.  Those who were 39 years old or younger had a larger mean of score on computer skills
measure than those who were 40 years old or older, indicating that younger educators had
better computer skills than the older ones.  This result may be explained as younger educators
being more familiar with technology and better able to use computers than older educators. 
These findings are consistent with the results of Alsaleh (2007) that “older teachers have less
desire to use technology on average when compared to those who are younger” (p. 57). 
Educators from private schools had a significantly larger score on computer skills than that of
educators from public schools, and that might be explained by private schools having different
standards for employment than those of public government.  Also, some of those educators
might be foreigners who had a more technical education outside the country.  This study also
showed that educators from urban schools had a significantly larger mean on computer skills
than those from rural areas reflecting the need to improve the educational environment at rural
schools in Riyadh district.  These findings are consistent with the results of Alsaleh (2007),
who conducted a study in the District of Riyadh, that Riyadh city has a stronger economic base
in the northern area, allowing for greater development compared to the southern undeveloped
communities of the city.  The same researcher reported that “private schools in Riyadh District
had a lot of advanced services for teachers, and were equipped much better than public
schools” (Alsaleh, 2007, p. 57).
In this study, the number of children had a statistically significant impact on the
motivation measure.  Educators with three or fewer children had a higher score on computer
skills than those having four or more children.  In fact, this variable had the largest Cohen’s d
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(1.1), which reflects the relatively large impact of family size on computer skills.  This result
might be linked to educators having fewer children and hence, more time to learn or practice
computer skills; also, these educators might be younger.  This result is consistent with the
results from Alsaleh (2007) stating that young educators in this population had a larger score
on perceived computer skills than older ones.
In this study, single educators also had a significantly larger mean on the motivation
measure than married educators, which might also be linked to single educators being younger. 
If one adds that an unmarried and or childless educator suggests no competition for time at
home, then result may be due to single educators are probably younger and not married with
families and/or they might have had more time to improve their computer skills than married
educators.  Such speculation would be consistent with other results of this study that younger
age and fewer children were associated with better scores on perceived computer skills.  
Study results showed that years of teaching experience had a statistically significant
impact on computer skills.  However, the only significant difference was related to educators
who had been teaching for 20 or more years in comparison to the other groups.  There was no
statistical significant difference among the other groups, which could be easily linked to more
years of teaching correlating with older age; and as the results previously stated, younger
educators had a larger score on perceived computer skills than older ones.  Educators with 20
or more years had lower scores on this measure compared to educators with less teaching
experience; again, this result might be linked to their being older than the other educators. 
This finding is consistent with the results from Russell, Bebell, O’Dwyer, and  O’Conor,
(2011, p. 297), who found that “teachers who were new to the field compared with their more
experienced colleagues reported higher levels of comfort with technology and used it more for
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preparation, while more experienced teachers reported using technology more in delivering
instruction or having students engage in teaching activities.” That result was stated by
Alwaadie (2011), who also conducted a study in the District of Riyadh.  This study and the
Russell et al. (2011) study are different from the Alwaadie (2011, p. 70) study which
concluded that “years of experience and educational level were not correlated with either
online skills and relationships or with internet discussion ability.”
Income did provide a statistically significant difference in regard to computer skill
perception, but study results showed that the two groups of educators with a monthly salary
that was less than (5,000 SR) and between (> than 5,000SR – 10,999 SR) had a higher mean
score on the computer skill measure, while the educators who had salaries of (11,000- > 16,000
SR) had lower scores on that measure.  This finding may be explained by the reality that young
educators usually made less salary, albeit, younger age was significantly related to better-
perceived computer skills.
In this study, participants with a doctorate degree scored significantly higher than other
educators on the perceived computer skill measure.  This result was expected, since the
computer is used extensively at the graduate level.  It can be stated that educators with higher
education received more computer training in their graduate courses, increasing their
knowledge and their self-confidence related to computer use, which in turn, reflected on their
motivation to take online training to improve their professional development.
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Chapter Five
SUMMARY, CONCLUSIONS AND IMPLICATIONS, RECOMMENDATIONS
The purpose for conducting this study was to determine teacher access to computers,
computer skill perception, and motivation to enroll for online professional development in the
Riyadh School District.  Three research questions were asked: (1) Is there a correlation
between computer skill perception and motivation to take online courses? (2) Do the following
variables affect motivation to participate in online courses: age, gender, marital status, number
of children, monthly income, educational level, years of teaching experience, location of
school, type of school, role in school and instructional level of school? (3) Do the following
variables affect computer skill perception: age, gender marital status, number of children,
monthly income, educational level, years of teaching experience, location of school, type of
school, role at school and instructional level of school?
This was a quantitative study based on a descriptive research design that collected data
through a survey distributed to a sample of 900 educators in the Riyadh School District, Saudi
Arabia.  The collected data were analyzed in two ways: descriptive and inferential.  The
descriptive part of the statistical analysis provided frequencies for nominal and ordinal
variables, means and standard deviations for continuous variables such as motivation for taking
online courses and computer skill perception.  In the first part of inferential analysis,
motivation to taking online courses was the dependent variable, while demographics and
computer skill perception were considered independent variables.  The Spearman’s Rho
Correlation test, independent t-test, and one-way ANOVA were used to investigate
relationships.  In the second part of inferential analysis, computer skills perception was
considered as dependent variable and demographic variables were independent variables.
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Of the 800 participants, half were males.  The majority of participants were less than 35
years of age, and married with fewer than three children.  Most participants were teaching at
the elementary school level at public schools from the urban region of Riyadh.  The majority
reported holding a bachelor degree with ten years or less of teaching experience.  Most of the
participants worked as teachers with an annual income between 1,000 to 4,999 SR (Saudi
Ryal).  
One of the limitations of this study is that the sample may not be a true representation
of the Saudi teachers at different schools in Riyadh District.  The study sample may not have
been randomly chosen, so some results may be subjected to bias, and this limitation might raise
concern about the generalization of the results to all educators in Riyadh District itself, not to
mention to other districts in different parts of the country.  
Another limitation is that responses were self-reported regarding computer use,
motivation level, computer skills assessment and other demographics such age, and salary. 
The researcher believed that the measure on computer skills assessment was not fully
understood by some participants and that may have affected the results of this study.  The
measures in this study were based on measures developed in the English language and later
translated to Arabic; and that process could have affected the understanding of certain words
by the participants in the study and consequently affected their responses.  More important,
some participants might have been unwilling to tell about their true knowledge or skills
regarding personal use of computer, the technological infrastructure of their own schools, or
about how they honestly felt about having online training.
In this study, educators reported that lack of equipped computer labs at schools, lack of
time, poor English language, and lack of encouragement at schools were the main barriers to
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using computer/internet for educational purposes at schools.  Despite these perceived barriers,
the majority of the educators (95.4%, n=763) reported their belief in the importance of infusing
the internet into the educational process.  
Although more than half of the participants reported not having any previous online
training courses, the majority (95.5%, n=764) reported their willingness to have such training
in the future.  Participants expressed their desire to have training in topics such as computer
skills and the English language, which they thought would improve their teaching content. 
They also reported that they would like to take training in topics that would enhance their
teaching skills (professional development), such as class management and lesson planning.  
Results from inferential analysis in research question one showed that motivation to
take online training courses had a weak but significant correlation with perceived computer
skills.  In research question two, two variables had an impact on motivation: instructional level
of school and number of children the educator had.  Educators from elementary schools had
more motivation than educators from middle schools.  Educators with three or fewer children
had more motivation to take online training courses than those who had four or more children. 
However, more of the specified variables in research question three had an impact on
perceived computer skills.  Educators who were 39 years old or less scored significantly higher
than those who were 40 or more years old.  Again, educators with three or fewer children
scored significantly higher than those who had four or more children.  Educators in private
schools and educators in the city of Riyadh also scored significantly higher on the perceived
computer skill measure than those in a more rural location.  Single educators had a
significantly higher score on this measure than did married educators.  Educators with a
monthly income of 1,000-4,999 SR scored significantly higher on computer skills than those
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educators with an income above 11,000 SR, while the 5,000 -10,999 income groups scored
significantly higher than those educators with an income above $11,000 SR.  Educators who
hold a doctorate degree scored significantly higher than those with associate, bachelor or
master degrees.  Also, educators who had taught for less than 20 years scored significantly
lower than educators with teaching experience of more than 20 years.
Conclusions and Implications
Internet access has grown in Saudi Arabia between 2000 and 2005, by more than
1000%  and many governmental organizations are starting to provide part of their
services using the internet,  the Ministry of Higher Education has provided funding to
all governmental universities to start developing strategies and guidelines for online
education (Alwadie, 2011, p.  1)
However, the results of this study showed that there is a lack of online education and
training for teachers in Riyadh.  Although the majority of educators in this study had expressed
understanding of the role of integrating technology into classroom and its impact on
professional enhancement and educational process, this study still reflected the weak
technological infrastructure of the schools where the educators worked.  
This study showed that despite the obvious desire of educators to take online training,
they are not offered such training by the Ministry of Education.  One of the factors that
impacted educator motivation was weak perceived computer skills.  Therefore, it is essential
that the Ministry offer and facilitate online training first in computer skills, then in other
related professional developmental courses for Riyadh educators.  This study agreed with
previous studies by Dedman and Palmer (2011) and Becker, Ravitz, and Wong (1999).
The education system in Saudi Arabia is based on separation of students and staff by
gender.  This reality was considered when determining the stratified sample to study in the
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Riyadh School District.  Males and females in such an environment may not have equal
opportunities either as students or as educators.  
However, segregation is not the only challenge that Saudi Education now faces.  The
increase in youth population causes school facilities to become a challenge, as well.  Therefore, 
e-learning may be one of the best solutions.  This solution requires that educators be provided
with training to teach online and schools need to be equipped with a strong technological
infrastructure.  Attention should be given to content of programs, interaction between the
learner and the instructor from one side, and learner-to-learner interaction from the other side,
by exchanging ideas and experiences among all partners.
Educators who participated in this study showed low to moderate level of computer
skills.  Computer skills were mainly associated with younger age, being single, teaching at a
private school in the city of Riyadh, teaching at an elementary school, fewer years of
experience, and low salary.  These results reflected the need to pay more attention to the real
needs of educators pertaining to their computer skills.  Planning and providing training
courses, not just in computer skills, but also in the English language, must be provided by the
Ministry of Education to improve both professional development and educational process in
schools.  The result reflected that time is an essential factor that has to be considered when
planning or providing such training.  Young and single educators with fewer children showed
better computer skills- probably because they had more time in comparison with older
educators who typically had more than three children.  Being single was also important, since
single means being younger in the Saudi community and is associated with fewer
responsibilities and more available time to gain and improve computer skills.  Therefore,
younger age and single status were strongly associated with better computer skills.  Well-
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prepared courses that take into consideration the situation of married educators will definitely
make a difference in the motivation of that group to take courses related to their professional
development.  
The results of this study have raised an important question regarding teacher
preparation for careers in Saudi schools, as well as during all educational stages.  This
researcher believes that the preparation of educators may not qualify them to provide a high
quality education that meets the needs of the 21st century Saudi Arabian student.  It is obvious
that these educators not only lack computer training, but they also lack basic skills related to
traditional education, such as class management and lesson planning.  It would be wiser if both
private and government sectors were to cooperate in this field to positively impact the future of
Saudi youth.  In addition to improving computer training and basic teaching skills, the teaching
of English should be reconsidered and revitalized for both student and educator.  
Minimizing the gap between instructional technologies, teachers’ background, and both
formal and informal training should be priorities for the advancement of the Riyadh
educational system.  Teaching technology skills should be started as early as possible in public
schools.  Online training courses should be designed for educators not only pertaining to
technology, but also to the traditional education basics such as class management and lesson
planning.  English teaching should be based on interaction, not memorizing and paper work,
which will strengthen content and raise learner confidence levels.  Riyadh education should use
experts and education consultants who can provide the best experience to advance education at
different levels after a teacher accepts a teaching position.  The Ministry of Education is
invited to establish media centers in public schools to support technology applications. 
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Scholarships could be offered to teachers to seek graduate degrees that might increase their use
of technology and educational experience.  
More important, the next generations of Saudi youth will face different challenges than
what are now being reported; therefore, an innovative education based on e-learning could be a
practical solution for innovative learning, ensuring that online courses are developed using
sound theory and principles and are of high quality.  In addition, an evaluation system which
includes both teacher effectiveness and student outcomes should accompany such courses. 
Educators must actively engage in the course, interact with content, and be able to give
frequent feedback.  Content must be relevant to educators and applicable in classroom
situations.
Recommendations
Based on the conclusions and implications, the following recommendations are
suggested to the Ministry of Education for Riyadh: 
1. Review the public school system for improvements in the integration of technology in
schools at different instructional levels and in the expansion of English language teaching to
lower grade levels, with enhanced content.  
2. Establish computer training courses to be delivered through traditional face-to-face
contact and online, which include the following skills:  computer skills, English language,
class management, lesson planning, computer programming, and effective use of the internet
for enhanced learning.
3. Develop professional development programs focusing on the academic aspect: (a) focus
on the individual teacher and college preparation in to improve student learning and the
educational system, (b) establish and encourage best practice standards in research, teaching,
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learning, and leadership, (c) encourage teachers to focus and develop expertise in their chosen
subject, develop teaching strategies, support use of technologies and other essential elements in
teaching, and (d) create short and long-term professional development programs (Vasumathi,
2010).
4. Invite the private sector in Riyadh to invest in the educational sector, not just by
supervising private schools, but by sponsoring scholarships and other related organizations of
non-profit nature, aiming at improving the level of education in Riyadh.  
Based on the conclusions and implications, further recommendations are suggested to
the Ministry of Education in Saudi Arabia:
1. Conduct similar studies in different parts of Saudi Arabia to assess the needs and level
of educators pertaining to their computer skills and motivation to take professional
development online training.
2. Develop a survey in the Arabic language based on practical evaluation tests provided
for all educators at different levels.  
3. Sponsor private sector studies to determine worker needs and interest in investing in
student/worker education.
4. Use questionnaires that are originally developed in the Arabic language in such studies
to ensure that participants truly understand the meaning and the purpose of the research
questions.
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Figure 3.  Albrkhil’s Theoretical Framework with Findings, Conclusions, Implications and Recommendations for Online Professional Development.
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RECOMMENDATIONS
The following recommendations are suggested to the Ministry of
Education for Riyadh:
Review the public school system for improvements in the
integration of technology at schools at different instructional
levels and in the expansion of English language teaching to lower
grade levels with enhanced content.  
1. Establish computer training courses to be delivered through
traditional face to face contact and online which include the
following skills:  computer skills, English language, class
management, lesson planning, computer programming, and
effective use of the internet for enhanced learning.
2. Develop professional development programs focusing on the
academic aspect: (a) Focus on the individual teacher and
college preparation in order to improve student learning and
the educational system.  (b) Establish and encourage best
practices standards in research, teaching, learning, and
leadership.  (c) Encourage teachers to focus and develop
expertise in their chosen subject, develop teaching strategies,
support use of technologies and other essential elements in
teaching.  (d) Create short and long-term professional
development programs (Vasumathi, 2010).
3. Invite the private sector in Riyadh to invest in the educational
sector, not just by supervising private schools, but by
sponsoring scholarships and other related organizations of non-
profit nature aiming at improving the level of education in
Riyadh.
The following recommendations are suggested to the Ministry of
Education in Saudi Arabia:
1. Conduct similar studies in different parts of Saudi Arabia to
assess the needs and level of educators pertaining to their
computer skills and motivation to take professional
development online training.
2. Develop a survey in the Arabic language based on practical
evaluation tests provided for all educators at different levels.  
3. Sponsor private sector studies to determine worker needs and
interest in investing in student/worker education.
4. Develop surveys that are originally in the Arabic language to
ensure that participants truly understand the meaning and the
purpose of the research questions.
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Computer Access, Teacher Skills and Motivation to Take Online Professional
Development in the Riyadh School District
This study is designed to determine teacher access to computers, skill level and
motivation to enroll for online professional development in the Riyadh School District.
Participation is voluntary and may contribute to improving training of teachers in Saudi
schools. There will be no risk to you in participating in the study as your answers are
anonymous. Completing this survey is giving your consent for your answers to be included in
the research data. For more information about this study, feel free to contact the researcher,
Haya Albrkhil.
I. COMPUTER ACCESS:  For the following questions, please choose the answer that best
fits you, or fill out the blank with the appropriate answer.
1. Frequency of using internet
G Once a day        
G Several times a day        
G 1-2 times a week   
G More than twice a week
G 1-2 times a month       
G Never
2. Access to internet
G Home       
G School        
G Internet café
3. Most frequently used online services.
G News reader/aggregator (e.g. Google reader, iTunes, podcast)
G Blogs (as a reader or publisher)
G Social networking websites (e.g. Facebook, Linkedin, MySpace)
G Online communities (e.g. email discussion lists, web forums)
G Search engines (e.g. Google, Yahoo)
4. I use internet mainly to………… (Mark all that apply)
G Find learning resources for my students
G Teaching and communicating with students
G Enhance professional development
G Interact with my colleagues
G Improve administrational issues (e.g. assessment, reporting)
G Research (e.g. educational, policy or subject)
G None of the above
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5. What are your barriers to internet use at school? ( Mark all that apply)
G Equipped labs are not available in schools
G Limited confidence or expertise in the use of computer technology
G Poor infrastructure (electricity, cables….)
G Blocking/filtering of internet content
G Lack of relevant resources on the internet (in Arabic language)
G Poor English language skills 
G Lack of time
G Not  enough  encouragement to use at school
G Qualified staff for the labs are not available to help
G None
6. Is the internet important for work?
G Very important
G Quite important
G Not important
G Don’t know/not sure
7. How many computers in your classroom?
G Zero
G One to Two
G Three to Ten
G Eleven or more
8. How many computer labs in your school?
G Zero
G One to Two
G Three or More
9. How many online training courses (offered by the district) have you ever taken?
G Zero
G One to Two
G Three or More
10. What subject would enhance your teaching content?
G Computer skills
G English Language
G Technical skills
G Typing skills
G Courses related to the topic you teach:_________________________________
116
11. If you were offered online training, what is the subject you think will enhance your
professional development (teaching skills)?
G Classroom management
G Lesson planning
G Organizational skills
G Dealing with difficult students
G Communication or/interaction with students
G Computer programs (e.g. Word, Excel, Power point)
G How to use the internet
G Stress management
12. If online courses were offered which would further your college degree level,
would you choose to participate? 
G Yes
G No
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II. MOTIVATION FOR TAKING ONLINE COURSES: For the following questions, please
circle the number that reflects your level of agreement with each sentence
SD=Strongly Disagree; D=Disagree; N=neutral; A=Agree; SA=Strongly Disagree
SD D N A SA
1. Taking online courses can improve my teaching performance. 1 2 3 4 5
2. Taking online courses can improve my teaching effectiveness. 1 2 3 4 5
3. Taking online courses can make teaching easier. 1 2 3 4 5
4. I find online courses useful to me in my teaching career 1 2 3 4 5
5. Learning to operate the online learning technology is/was easy for
me.
1 2 3 4 5
6. Taking online courses allows me to arrange work for class more
effectively.
1 2 3 4 5
7. The advantage of taking online courses outweigh any disadvantages. 1 2 3 4 5
8. Taking online courses allows me to spend more time on non- work
related activities.
1 2 3 4 5
9. Taking online courses allows me to take a class I would otherwise
have to miss.
1 2 3 4 5
10. There are no serious disadvantages to taking online courses. 1 2 3 4 5
11. Online instructors frequently offer opinions to students. 1 2 3 4 5
12. Students often state their opinions to online instructors. 1 2 3 4 5
13. There is little interaction among students taking the same online
course.
1 2 3 4 5
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III. COMPUTER SKILL PERCEPTION: For the following questions, please circle the number that you
feel reflects your skill level.
Assessment Item Poor Strong
Word Processing
1. Keyboard documents 1 2 3 4 5 6 7
2. Use template 1 2 3 4 5 6 7
3. Save and print documents 1 2 3 4 5 6 7
4. Edit documents 1 2 3 4 5 6 7
5. Ensure quality 1 2 3 4 5 6 7
Spreadsheet
6. Create spreadsheet 1 2 3 4 5 6 7
7. Enhance spreadsheet 1 2 3 4 5 6 7
8. Use formulas 1 2 3 4 5 6 7
9. Perform special functions 1 2 3 4 5 6 7
Database
10. Create database 1 2 3 4 5 6 7
11. Perform database functions 1 2 3 4 5 6 7
Presentation Graphics
12. Create visual aids 1 2 3 4 5 6 7
13. Incorporate special effects 1 2 3 4 5 6 7
Graphic Users Interface Management
14. Exchange data between software 1 2 3 4 5 6 7
15. Create folders 1 2 3 4 5 6 7
16. Use virus detectors 1 2 3 4 5 6 7
17. System software commands 1 2 3 4 5 6 7
18. Locate hardware devices 1 2 3 4 5 6 7
19. Manage files and disks 1 2 3 4 5 6 7
Telecommunications
20. Communicate using e-mail 1 2 3 4 5 6 7
21. Electronic attachments 1 2 3 4 5 6 7
22. Use a web server 1 2 3 4 5 6 7
23. Electronic communications (Facebook,
chatting, professional web site
communications)
1 2 3 4 5 6 7
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IV. DEMOGRAPHICS:
1. Age:
G 20-24
G 25-29
G 30-34
G 35-39
G 40-44
G 45-49
G 50-54
G 55-59
G 60 or over
2. Gender:
G Female
G Male
3. Marital Status:
G Single
G Married
G Divorced
G Widowed
4. Number of Children:
G None
G One
G Two
G Three
G Four
G Five or more
5. Monthly Income:
G 1000-4999 Real
G 5000-10999 Real
G 11000-15999 Real
G 16000 Real and up
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6. Educational Level: 
G Associate
G Bachelor
G Master               
G Ph.D.
G Ed.D.
7. Years of teaching experience:
G Less than 1 year
G 1 to 3 years
G 4 to 5 years
G 6 to 10 years
G 11 to 20 years
G More than 20 years.
8. Location of school:
G City of Riyadh
G Village (outside Riyadh city)
9. Type of School:
G Public 
G Private
10. Role in school:
G Teacher assistant
G Teacher
G Student Guide
11. Instructional Level of teaching:
G Kindergarten
G Elementary
G Middle
G High School
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129
Part I. Permission from www.educatiounau. edu.au/jahia/home/pid/645 not required as
read for ideas only, not specific questions. 
Part II. Permission from Dr. J. C. Roca for original survey used by Rui – Ting Huang
On Wed, Jan 16, 2013 at 3:57 AM, Juan Carlos Roca Pulido wrote:
Dear Haya,
the questionnaire is not mine. it is an adaptation of previous authors. So you can use it without
any problem indicating from which articles were adapted (the first one)
good luck with your job
El 16/01/2013 2:38, Haya Albrkhil 
Dear Dr. Roca,
I am a graduate student in University of Arkansas. I am working on the survey that I will
distribute in Saudi Arabia to collect data for my dissertation. May I have your permission to
use some question ideas from your questionnaire that I found in the article: Understanding e-
learning continuance intention: An extension of the Technology Acceptance Model? Your
permission is very important to me. Thank you for your timely consideration.
Warm Regards,
Haya Albrkhil
Part II. Permission from Dr. J. B. Arbaugh
On Thu, Jan 17, 2013 at 11:57 AM, Ben Arbaugh wrote:
Hello Haya,
Thanks so much for checking with me. Please do use the questionnaire from that article. Not
sure what your area of interest is, but I also may have some review articles that may be of
interest. Good luck.
J. B. (Ben) Arbaugh, Ph.D.
John McNaughton Rosebush Professor
College of Business





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On Tue, Jan 15, 2013 at 7:20 PM, Haya Albrkhil  wrote:
Dear Dr. Arbaugh,
I am a graduate student in University of Arkansas. I am working on the survey that I will
distribute in Saudi Arabia to collect data for my dissertation. May I have your permission to
use some question ideas from your questionnaire that I found in the article: Virtual Classroom
Characteristics and Student Satisfaction with Internet-Based MBA Course? Your permission is
very important to me. Thank you for your timely consideration.
Warm Regards,
Haya Albrkhil
Part II. Permission from Dr. R. B Marks
 
Dear Dr. Marks,
I am a graduate student in University of Arkansas. I am working on the survey that I will
distribute in Saudi Arabia to collect data for my dissertation. May I have your permission to
use some question ideas from your questionnaire that I found in the article: A Structural
Equation Model of Predictors for Effective Online Learning. Journal of Management
Education, 29 (4), 531-563? Your permission is very important to me. Thank you for your
timely consideration.
Warm Regards,
Haya Albrkhil
University of Arkansas student,
Fayetteville, AR
Haya
On Thu, Jan 17, 2013 at 2:27 PM, Ron Marks wrote:
No problem. Glad to see something I did still has value.
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Part III. Permission request from Dr. Sheila Smith did not get any response after
approximately 20 and talking with her colleague who also tried. 
Dear Dr. Sheila,
I am a graduate student in University of Arkansas. I am working on the survey that I
will distribute in Saudi Arabia to collect data for my dissertation. May I have your
permission to use the Computer Self Efficacy Assessment measures that I found in your
questionnaire from the study: An Examination of the Computer Self –Efficacy and
Computer –Related Task Performance Relationship? Your permission is very important
to me. Thank you for your timely consideration.
Warm Regards,
Haya Albrkhi
Part IV. No permission needed as items were developed by Albrkhil. 
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XApril 2, 2012
MEMORANDUM
TO: Haya Albrkhil
Bobbie Biggs
FROM: Ro Windwalker
IRB Coordinator
RE: New Protocol Approval
IRB Protocol #: 12-03-613
Protocol Title:  Computer Access, Teacher Skills, and Motivation to Take Online Professional
Development in the Riyadh School District
Review Type: G EXEMPT G EXPEDITED G FULL IRB
Approved Project Period: Start Date:  04/02/2012    Expiration Date:  03/28/2013
Your protocol has been approved by the IRB. Protocols are approved for a maximum period of
one year. If you wish to continue the project past the approved project period (see above), you
must submit a request, using the form Continuing Review for IRB Approved Projects, prior to
the expiration date. This form is available from the IRB Coordinator or on the Research
Compliance website. As a courtesy, you will be sent a reminder
two months in advance of that date. However, failure to receive a reminder does not negate
your obligation to make the request in sufficient time for review and approval. Federal
regulations prohibit retroactive approval of continuation. Failure to receive approval to
continue the project prior to the expiration date will result in Termination of the protocol
approval. The IRB Coordinator can give you guidance on submission times.
This protocol has been approved for 800 participants. If you wish to make any
modifications in the approved protocol, including enrolling more than this number, you must
seek approval prior to implementing those changes. All modifications should be requested in
writing (email is acceptable) and must provide sufficient detail to assess the impact of the
change.
If you have questions or need any assistance from the IRB, please contact me at 210
Administration Building,
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Date, 2011
Dr. Faisal bin Abduallah bin mohammad Al saud 
Ministry of Education
Television Street
Riyadh 11192
Dear Director,
Good day. My name is Haya Albrkhil and I am a citizen of Riyadh. Currently, I am enrolled in the
Human Resource and Workforce Development Education doctoral program at the University of
Arkansas, (Fayetteville, Arkansas, USA). I would like to conduct my dissertation research on the
topic of “Computer Access, Teacher Skills and Motivation to Take Online Professional
Development in the Riyadh School District.”
This study has been approved by the University of Arkansas Institutional Review Board which
approves ethical research with human subjects. I am now seeking your permission to conduct this
study. It is designed to determine access to computers and teachers skills. It also explores the
motivation for taking online courses among Saudi teachers and assistant teachers of K-12 schools
in the Riyadh District. Participation will be voluntary, and may contribute to improving training of
teachers at Saudi schools. There will be no risk to the teachers participating in this study as
completed surveys cannot be connected to individuals. The survey is attached for your
consideration. I am requesting your written consent to allow me to distribute the survey and seek
participants. I will need approximately 800 participants (teachers and assistant teachers): 400 from
the girls’ schools and 400 from the boys’ schools across the Riyadh School District. They will
anonymously complete the survey outside of school hours. 
The surveys will be in envelopes that will be delivered to the principals of the schools. The
envelopes will include an introduction and instruction letter and the survey. The principal will be
asked to distribute the envelopes to teachers and assistant teachers. The teachers will be given a
week to review the content of the envelope and return the completed surveys to the school. The
surveys will be picked up from the school principal. 
Your approval to allow me to distribute my survey will be greatly appreciated. Please feel free to
contact me or my dissertation advisor if you have any questions or require additional information at

Sincerely;
Haya Albrkhil Bobbie T. Biggs, Ph.D.
Doctoral Candidate Professor
University of Arkansas




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April  25, 2012
University of Arkansas
College of Education and Health Professions
Graduate Education Building
Fayetteville, Arkansas 72701
Permission to Conduct Research Study
Dear School Principal,
I am writing to request permission to conduct a research study at your school. I am currently
enrolled in the Adult Learning and Workforce Development at the University of Arkansas, USA,
and am in the process of writing my doctoral dissertation. The study is entitled Computer Access,
Teacher’s Skills and Motivation to Take Online Professional Development in the Riyadh School
District.
I hope that the school administration will allow me to recruit 12-13 of the educators from the
school to namelessly complete a questionnaire (copy enclosed). Interested educators, who
volunteer to participate, will be given a consent form to be signed (copy enclosed) and returned to
the researcher at the beginning of the survey process.  
If approval is decided, participants will complete the survey at their convenience after school.
The survey process should take no longer than 20 minutes. The survey results will be collected for
the dissertation and individual results of this study will remain completely confidential and
nameless. Should this study be available, only collective results will be documented. No expenses
will be sustained by either your school or the individual participants.
Your consent to participate in this study will be significantly appreciated. I will follow up with
an email next week and would be glad to reply to any inquiries or concerns that you may have at
that time. You may contact me at my email:.
If you approve, kindly sign below and return the principal consent form in the enclosed
envelope, or please submit a signed letter of permission on your school’s letterhead declaring your
consent and permission for me to distribute this survey at your school.
Sincerely,
Haya Albrkhil
cc: Dr. Bobbie T. Biggs, Ph.D.
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Approved by: This research has been reviewed and approved by the Institutional Review Board of the
University of Arkansas.
Haya Albrkhil
Doctoral Student
PRINCIPAL CONSENT FORM
By formal acceptance this consent form, you are not waiving your authorized privileges or
releasing the involved school(s) from their authorized and qualified responsibilities.
I have reviewed the information presented in the information letter about a survey being conducted
by Haya Albrkhil of the Department of the Adult Learning and Workforce Development at the
University of Arkansas, USA, under the supervision of Professor Bobbie T. Biggs. I have had a chance
to ask any enquiries associated to this survey, to accept reasonable responses to the enquiries, and any
further details I required.
I am responsive that the survey is in written form to ensure perfect recording of my responses.
I am also responsive that selections from the survey may be included in the dissertation to come
from the research, will be nameless. 
I am knowledgeable that I may remove my consent at any time without penalty by contacting
researcher, Haya Albrkhil.
This survey has been reviewed by the school administration. I am knowledgeable that if I have any
clarifications or concerns follow-on from my participation in this study, I may contact the researcher at
e-mail
With full information of all facts, I approve, of my own free will, for my teachers to participate in
this study.
____ Yes ____ No
I approve to have the in-person meeting, distributing the survey and any follow-up e-mail chats.
____ Yes ____ No
I approve to the use of nameless citations in any survey that comes of this research.
____ Yes ____ No
Principal Name: __________________________________(Please print)
Principal Signature: _______________________________
Date: __________________________________________
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UNIVERSITY OF ARKANSAS
CONSENT TO PARTICIPATE IN RESEARCH
Title:  Computer Access, Teacher Skills and Motivation to Take Online Professional   
Development in the Riyadh School District
Investigator: Faculty Advisor:
Haya Albrkhil Bobbie T. Biggs, Ph.D.
Workforce Development Education Professor, HRWD


Administrative Contact Person:
Rosemary Ruff, Director
Research Support and Sponsored Programs
Research Compliance
University of Arkansas
120 Ozark Hall
Fayetteville, AR  72701-1201


Explanation and Purpose of the Research
You are being asked to participate in a research study conducted by Ms. Albrkhil to determine 
computer access, teacher skills and motivation to take online training courses. All data collection
will be done through sealed envelopes, distributed and collected at your school. This statement
describes the purpose, methodology, practices, and benefits of this research. This statement
describes your right to anonymity and your right to not participate in this research without penalty
or prejudice. The application of this study could open avenues of training and furthering your
college education through online opportunities.
Research Procedures
To be considered for this study, you must be a currently employed teacher or assistant teacher
within the Riyadh School District. You are being asked to complete a survey, lasting no longer than
15 minutes. It is to be completed outside of work. Once you have completed the survey, you will
need to return the survey in the envelope you received your school administrator. Please seal the
envelope so that no one except the researcher sees your answers. This assures anonymity. Your
school administrator will hold the envelopes until the researcher or designated person picks them
up. The researcher will then begin the process of inputting your completed surveys for statistical
analyses.
Confidentiality
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This survey is anonymous. You are not asked to provide your name. There are no identifying
numbers. Only Ms. Albrkhil will have access to the completed surveys. All surveys will be stored
in a locked file cabinet. The surveys will be destroyed at the end of this study. The results of this
study will be published; however, no name or other identifying information will be included in any
publication.
Participation and Benefits
Benefits of this research study will include:  improvement of teacher skills, such as, use of different
teaching and learning styles, development of excellent planning and organizational skills to meet
the requirement of individual goals, and assessment of the skills and motivations for teachers in the
Riyadh school district. This tool may also be used to encourage online training and improved
computer skills for teachers. There could be benefits for the teachers in Riyadh to gain from
progressive teachers in other areas of the world who are learning from online training programs. 
Your involvement in this research study is completely voluntary. There is no penalty involved with
non-participation.
Questions regarding the Study
If you have any questions about the research study you may ask the researcher or advisor whose
email addresses are at the top of this form. If you have any questions about your rights as a
participant in this research or the way this study has been conducted, you may contact Rosemary
Ruff, the director of the Office of Research Support and Sponsored Programs at or
by email at. 
This document is yours to keep.
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